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ABSTRACT 
While in the field of language education much has been written about the 
design and use of instructional materials, very few studies have actually 
studied teachers' practices in using materials and the rationales for these 
practices. In response to this gap, this work examines the findings of a study of 
English language teachers' use of instructional materials on a SA EL T 
programme in Mexico. 
Drawing on both qualitative and quantitative data, the study examines how 
more experienced (METs) and less experienced (LETs) language teachers use 
EL T materials in their lessons, and identifies what factors - cognitive and 
contextual - influence their decisions. Language teachers in the institution 
under study first completed a questionnaire about their use of instructional 
materials; six of these teachers were then studied through observations and 
interviews to provide a deeper understanding of classroom practices in using 
materials and the factors shaping their choices. 
Findings revealed that textbooks were the most relevant materials in the 
teachers' practices. In this vein the study unveiled contrasting beliefs between 
LETs and METs about the use of textbooks. The study also showed that 
contextual factors such as the length of courses and lessons, and the 
textbook-based assessment, were explicitly raised as the most influential over 
the teachers' use of materials. Another emerging factors that also shaped 
teachers' use of materials include: Procedures for selecting textbooks, 
institution's facilities, out of fashion materials at the resource centre, 
institutional mechanisms to supervise teachers' practices and types of 
teachers' work contracts. 
Contributions from this work are expected to be relevant for the institution 
under study, for similar other BA EL T programs and for the field of teacher 
cognition. 
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CHAPTER 1: INTRODUCTION 
This chapter gives an overview of this study, first describing the rationale and 
motivation behind the work, then outlining its objectives and explaining the 
reasons for drawing on the adopted methodology. The chapter closes by 
describing the structure of the study and giving a brief account of the content 
of each chapter. 
1.1 Rationale of the study 
This study examines the cognitions underlying the use of instructional 
materials by teachers on an undergraduate degree course in modern language 
teaching in Mexico. For the purposes of clarity, throughout this study I will refer 
to the course as Bachelors in English Language Teaching (BA ELT). Drawing 
on quantitative data, the study first explores how the language teachers in the 
context under investigation use their instructional materials. Then, drawing on 
qualitative data, the study concentrates on a sub- set of six teachers (three 
more experienced and three less experienced) and identifies what factors -
cognitive and contextual - shape their instructional decisions. 
The motivation for this work largely comes from my experience teaching 
English on the BA EL T featured in this study. Over the years, my interest in 
investigating the field of instructional materials grew as I was in contact with a 
range of teaching materials in my daily practice. The interaction I had with a 
large group of colleagues was also influential, where the diversity of their 
backgrounds and views about the use of materials, particularly with regard to 
textbooks, made me feel that teachers' use of materials was a fertile field for 
investigation. 
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In addition to my interest in materials themselves, over the years, I identified 
issues in relation to their actual use that caused tensions among the language 
teachers on the BA EL T, these include for example: 1) the use of either British 
or American textbooks; 2) the relationships between textbooks and the BA ELT 
curriculum; and 3) the criteria used to select language textbooks. These and 
other issues related to the use of materials that were raised recurrently at staff 
meetings made me feel many issues and concerns lay behind teachers' 
instructional decisions. This encouraged me to learn more about the rationale 
behind teachers' use of materials, and eventually led me to conduct this study. 
It is also worth noting the significance of my exposure to the literature on 
teacher cognition, which enhanced my view and understanding of the field I 
was attempting to explore, helping me to define the aims and the perspective 
from which I would approach to this investigation and identify the participants 
who would take part in it. 
1.2 Research questions 
This study addresses the following research questions: 
Main question: 
What are the cognitive and contextual factors that underlie the teachers' 
use of instructional materials (mainly, but not exclusively the textbook) on a 
SA EL T at a Mexican university? 
Specific questions: 
1. How does methodology of the textbook influence the teachers' practices? 
2. What are the cognitions underlying the teachers' use I lack of use of 
textbooks? 
2 
3. What are the rationales behind teachers' use of materials other than 
textbooks? 
4. How do contextual factors influence the teachers' use of EL T materials? 
5. With reference to the above questions, are there any variations in the 
practices and cognitions between more and less experienced teachers? 
1.3 Methodology 
This study adopted a mixed methods approach. This allowed me to explore the 
teachers' use of materials from various methodological angles. On a collective 
level, questionnaire data shed light on teachers' use of materials generally, 
while on an individual level, interview and observation data allowed me to 
examine in depth the use of materials by three less experienced and three 
more experienced teachers. Even though the study involves qualitative and 
quantitative data, the core discussion about the use of materials largely 
concentrates on qualitative issues. This investigation is mostly, therefore, a 
qualitative study. 
1.4 Structure of the study 
This study is composed of nine chapters: 
This initial chapter introduces the reader to this work. It outlines the main goals 
of the study, describes the rationale for the adopted methodology and the 
motivation that led to the development of the study. It concludes describing the 
content and structure of the investigation. 
Chapter 2 provides insight into the Mexican education system, describes the 
university, the faculty, the SA EL T and the language courses investigated. It 
then describes the language teachers, in terms of how they are organised, and 
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the relationships between them, and gives an account of the institution and the 
forces underlying the context under study. 
Chapter 3 presents a review of the literature. The selected topics are all 
relevant to the aims of this study. 
Chapter 4 describes the various stages of the mixed methods research 
approach implemented in this investigation. 
Chapter 5 concentrates on an analysis of the questionnaire data and 
discusses the language teachers' opinions on a number of issues related to 
the use of materials. 
Chapter 6 focuses on examining interview and observation data obtained from 
three less experienced teachers (LETs) and reports the study's key findings. 
Chapter 7 focuses on examining interview and observation data from three 
more experienced teachers (METs), and reports relevant outcomes along with 
the findings presented in the previous chapter. 
Chapter 8 discusses the main findings that emerge from the study in the light 
of relevant literature and other similar studies. 
Chapter 9 closes the investigation, highlighting key issues emerging from the 
study and providing suggestions for further investigation. 
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CHAPTER 2: RESEARCH CONTEXT 
Introduction 
This chapter provides an overview of the research context, describes the 
distinctive features of the Mexican education system, and provides a historical 
background to the university and the faculty where the BA EL T under 
investigation is based. The chapter then goes on to describe the language 
courses, and gives an account of the teaching resources available, as well as 
the mechanisms and regulations underlying the language teachers' practices 
and use of materials. 
2.1 Educational context 
Higher education in Mexico encompasses a large and complex system of 
institutions, which, depending on their source of funding, fall into two 
categories: private and public. Private institutions are universities that are 
independent from the state which fund themselves entirely through student tuition 
fees. Public institutions, in contrast, are sponsored by federal and state 
government, and playa central role within the Mexican educational system 
since they receive the majority of undergraduate and postgraduate students 
and produce the majority of scientific research and specialized literature 
produced in higher education (BUAP, 2009). 
There are four higher education pathways in Mexico: (1) Universities which 
offer an undergraduate degree called the licenciatura which is the equivalent of 
a Bachelor's degree, and two degrees at postgraduate level - a Master's and a 
Doctorate; (2) Technological institutes, which are three year programs mainly 
in engineering and management; (3) Teacher- training colleges, which offer 
four to five year bachelor degrees in elementary and secondary education, and 
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(4) Technical universities, which offer two year training programs, which offer 
technical degrees at tertiary level (Tamez Guerra, 2004). 
2.2 Public universities 
Mexican higher education is characterized by a top tier of public universities 
which, funded by national and local government, normally offer free enrolment 
for Mexican students. Public universities have played a significant role in the 
history of the country, and are the most popular option for higher education 
students. Currently, they host 66.9% of students in university education across 
the country, of these, 84.7% are undergraduate and 15.3% postgraduate 
students (ANUIES, 2009). 
To date, there are 381 public universities located throughout the Mexican 
territory, in which instruction is provided mainly in the nation's official language, 
Spanish (Tamez Guerra, 2004; SEP, 2009). It is important to note that Mexico 
comprises 31 states and a federal district (commonly known as Mexico City), 
and that their regional governments are able to pass their own educational 
laws, provided they do not conflict with federal legislation. 
It is important to draw attention to those institutions that are classified as 
aut6nomas (or autonomous). Within the system of public universities are 
institutions of recognised academic excellence funded with resources from 
both the states and federal government. These institutions have achieved such 
academic and managerial autonomy that do not fall under the scrutiny of the 
national ministry of education, the Secretaria de Educaci6n Publica (SEP). 
These universities are autonomous in most academic and administrative 
matters, although in such issues as the certification and registration of 
programs, as well as the certification and issue of undergraduate and 
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postgraduate degrees, they are subject to SEP regulations (SEP, 2009). 
These institutions are acknowledged as the most important in the national 
context due to their high budgets, their SEP certified programmes and the 
volume and quality of the research they produce. 
In recent years, Mexican universities have gained prestige and become 
leaders in the context of higher education in Latin America. One example is the 
Universidad Nacional Aut6noma de Mexico (UNAM), which is the largest 
university in Mexico and, in fact, in Latin America, and is one of the two Latin-
American institutions ranked among the top 200 universities in the world (Top 
200 universities, 2009). On a national level, the second highest ranked 
university behind the UNAM is the Benemerita Universidad Aut6noma de 
Puebla (BUAP), which is the institution where this study was carried out. 
2.3 Benemerita Universidad Aut6noma de Puebla 
The Benemerita Universidad Aut6noma de Puebla (BUAP) is held in high 
esteem among higher education institutions throughout the country due to its 
long tradition of excellence. Its historical background can be traced back to the 
XVI century, when the school was established by the Jesuit order in 1578 as 
the Espiritu Santo College, and which had religion and literature as its main 
taught subjects. During the XIX century, the name of the college was changed 
several times until the official name of State College was adopted. 
In 1855, during the Mexican war of independence, the college came to be 
known as the Co/egio Naciona/ (or national college), and on April 4, 1937, it 
was formally established by the municipal government as the University of 
Puebla. The university achieved its aut6noma status on November 23, 1956, 
and was formally declared Benemerita (meritorious or high-valued) on April 1, 
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1987 (BUAP, 2009). 
Currently the BUAP holds over 67000 students in its 60 programmes offered 
within the following speciality areas: social sciences and humanities; natural 
and health sciences; economic and administrative sciences and engineering 
and exact sciences (BUAP, 2009). 
2.4. The Faculty of Languages 
Belonging to the area of the humanities, the Faculty of Languages is one of the 
sixteen faculties across the BUAP. The faculty comprises various departments 
and programmes running within the same campus. The main programmes 
include: An MA EL T (Masters in English language teaching) created in 2007; a 
BA EL T I FL T (Bachelor's in English or French language teaching) created in 
1984, and an open BA ELT, which is a part time programme designed for in-
service teachers, created in 2001. Other departments which offer language 
courses to the public within the faculty include: the language centre (CELE), 
the university extension courses (CEU), the House of English, the House of 
French and the House of German. 
By far the most important programme at the faculty is the BA EL TI FL T, 
referred as 'Modern Languages' (LEMO). The LEMO hosts over 1200 students 
and is the course with the largest population at the faculty. From the whole 
population of students at LEMO, about 85 per cent belong to the BA EL T, and 
the remaining 15 per cent belong to the Bachelor's in French language 
teaching BA FLT (LEMO, 2002). This study was carried out within the context 
of the BA ELT. 
2.4.1. BA EL T (LEMO) 
The BA EL Ts main goal is the training of English language teachers. It was 
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created in response to the high demand for professional language educators in 
the local context and in the country as a whole. This programme pioneered the 
training of English and French language teachers at university level in Mexico, 
and is acknowledged as the first programme of its kind in the country. 
T bl 2 1 BA EL T P a e rogramme 
Term 1 Term 2 Term 3 Term 4 Term 5 
Target target target target target 
language 1 language 2 language 3 language 4 language 5 
(English) (English) (English) JEnglish) (English) 
Foreign Foreign language 
Reading and Reading language III IV Research 
writing I and writing II (French) (French) Methodology 
Introduction to Morphology and 
Linguistics Syntax University Ethics Latin I Morphology and 
Syntax 
Strategies of Language 
Learning Documental acquisition Sociolinguistics . 
Strategies Research 
Foreign Foreign 
language I Language II General Didactics Culture 
(French) (French) 
Oral Language Teaching 
Computing Communication Methodology I 
Phonetics and 
Phonology 
Term 6 Term 7 Term 8 Term 9 Term 10 Term 11 
target target target 
language 6 language 7 language 8 
(English) (English) (English) 
Language 
Teaching Academic Literature II Discourse Research Research 
Method. II Writing Analysis Seminar I Seminar II 
History of 
Literature I Semantics EL T Seminar III ELT Seminar Language 
IV Evolution 
Pragmatics ELT Seminar Classroom Professional ELT Seminar 
II Research Practice VI 
EL T Seminar I Curriculum Psycholinguistics ELT Seminar Professional 
Design V Experience 
Technology in Learning Supervised 




Source: LEMO (2002) 
The SA EL T can be completed in 4-7 years of full time study. It comprises 55 
courses, eight of which focus on English language and 47 on a range of topics 
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in ELT. The list of courses is shown in Table 2.1 above. The table highlights 
the English language courses within the BA curriculum (shaded areas). The 
language courses represent almost 15 per cent of all the courses in the BA 
programme. The table shows the 55 courses spread through the 11 terms that 
comprise the programme. The first four terms are acknowledged as the basic 
stage, in which all the course content, except the target language (English 
language) and the French courses, are taught in Spanish. From term five 
onwards, all the courses are taught in English - this last stage is acknowledged 
as the formative stage (LEMO, 2002). 
2.4.2 English language courses 
The English language courses are core to BA EL T especially because most of 
the instruction throughout the programme is given in English. The language 
courses are taught, from elementary to advanced, across eight courses, which 
most of the time draw on British English based textbook sets, which are 
prescribed by the institution and normally used for a few years before being 
replaced in most cases by more recent textbook series or at the suggestion of 
the language teaching staff. Later I will return to talk about instructional 
materials. 
The use of the target language (English) becomes increasingly necessary as 
the students move on to the upper stages of the programme. From the fifth 
term onwards (see Table 2.1 ), all the courses are taught in English. In these 
courses, students are required to use the target language to complete a range 
of tasks and activities that include: developing mini projects, attending 
conferences, making presentations in class, teaching practice, and the 
completion of a period of social service. Furthermore, at the end of the BA 
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programme, students are required to write a thesis in English in order to obtain 
their degree. 
2.4.3 Assessment and supervision 
Assessment of the language courses is overseen by an 'evaluation 
department' which is responsible for designing and printing all the 
assessments of students on all the language courses. Teachers from the 
language courses normally report their needs to this department (i.e. how 
many units from the prescribed book they taught), so that the department can 
design appropriate language tests. 
English language tests are usually based on the contents of the official 
textbooks; a fact which has led most teachers to use the prescribed textbook 
as the syllabus. Actually, most of teachers believe it to be the syllabus, even 
though there is an official syllabus for each language course. 
To understand the SA language teachers' practices, and how decisions about 
their materials are made, it is essential to take into account that, in practice, 
teachers' language lessons are not monitored in any manner by faculty 
authorities. There are no mechanisms, therefore, to scrutinize the teachers' 
use of materials, or ensure that teachers use the official materials. 
While the use of textbooks is compulsory, in practice, not all teachers use the 
official textbooks as their primary material. The issue relating to the 
mechanisms used to monitor teachers' use of materials will be brought back to 
discussion later in this study. 
2.4.4 Instructional resources at the LEMO 
In terms of the facilities available to support language teachers' practices, the 
faculty offers a variety of resources, which include: 1) A central library, where 
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teachers can access a range of reading materials and EL T literature; 2) A 
resource centre known as the 'materials room', where teachers can obtain 
charts, flash cards, games, videos and audio tapes; 3) A open access-centre 
(Centro de Auto Acceso y Tecnologia, or CMT) , which comprises a video 
room, an audio room, a reading room and an Information and Communications 
Technology (ICT) room. The CMT allows language teachers, along with 
CM T instructors, to provide special training in specific areas or skills. 
Finally, and as a key resource, classrooms are equipped with large screens 
and video and audio recorders, as well as computers with an internet 
connection. This study will help the reader to make sense of the extent to 
which such electronic resources, among many others mentioned by the 
teachers, contribute toward the teaching of English. 
2.4.5 Instructional materials 
The terms 'instructional materials' or 'teaching materials' in this investigation 
are used to refer to whatever tools are used by teachers to facilitate language 
learning, and may include textbooks, magazines, newspapers, dictionaries, 
wall charts, real life objects, videos, audio recordings, photocopies, and the 
internet. They may also include classroom discussions, teacher's 
presentations, activities, games and other electronic resources, or, as 
Tomlinson (2009:4) states: 'in other words they can be anything which is 
deliberately used to increase the learners' knowledge and / or experience of 
the language'. 
From all the possible resources on the SA EL T, there is no doubt that 
textbooks are the most used and the most prevalent materials in the language 
lessons. 
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2.4.6 Language textbooks 
Text sets are normally adopted for periods of between 3-4 years on average. 
The main reasons for adopting new textbooks may include; 1) the texts' 
contents (the readings for example) fall out of fashion; 2) teachers and 
students may suggest that textbooks are no longer working; and 3) new 
textbooks sets, appropriate for the language courses, may appear on the 
market. There are, nonetheless, some textbook sets which have been adopted 
more than once because of their success and acceptance among both 
teachers and learners, these include: Headway, Cutting Edge, Interchange, 
North Star, and Interactions. 
One of the difficulties linked to the adoption of textbook series for the language 
courses is the incompatibility of these with the SA EL T's courses. This is 
because while most textbook series offer five levels of English language 
proficiency - elementary, pre-intermediate, intermediate, upper intermediate 
and advanced - the SA EL T offers eight language courses on its programme 
(see Table 2.1). Hence, most textbook series can only provide five out of eight 
language textbooks required by the language courses. 
As for the remaining courses, from the sixth to eighth, teachers draw on a 
range of other textbooks also suggested by the institution, which include 
Interactions, Mosaic, and most recently Streamline. 
Over the years, the use of textbooks has become a source of debate, which 
has focused on issues that include: 
1) The relationships between the contents of the prescribed textbooks and the 
aims of the SA EL T programme. 
2) Whether assessment of the language courses should focus on grammar or 
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on language proficiency. 
3) The relationships between British or American English-based textbooks, 
and the central assessment. 
To make sense of the last issue, I need to note that on completing the BA 
programme, the students are required to take the Test of English as a Foreign 
Language (TOEFL) and get a minimum 500 score in order to obtain their 
degree. The tension, therefore, stems from is why textbooks (most of the time 
British) based on the Common European Framework of Reference for 
Languages (CEFR) are used for the teaching of English, while the students' 
proficiency is assessed using the TOEFL, which is developed under American 
English language standards. 
2.5 LEMO teachers 
At the time of writing this paper, the LEMO staff was composed of 88 teachers, 
of whom 65 (74%) had an MA in some speciality in TESOL, while 23 (26 %) 
had a BA in language teaching. In recent years, teachers' academic 
preparation and development has been encouraged by the university as part of 
its long term goals. Teachers, therefore, have been challenged to achieve MA 
and PhD qualifications. At the time of writing this paper, seven teachers from 
the staff had a PhD. 
According to the type of contract, teachers are either full or part time . Teachers 
who have worked at the faculty for ten years or more are normally full time and 
hold the senior category of 'indefinido', which is the term in Spanish to refer to 
an endless or permanent contract. This contrasts with the category of 
'determinado', which refers to a temporary contract, held by part- time 
teachers, and is normally a six month-contract that can be serially renewed 
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over a number of years. At the time of writing, 59 per cent of the staff held a 
permanent contract, while 41 per cent had a temporary contract (LEMO, 2011). 
Teachers' categories have a practical impact on their teaching practices. Full 
time teachers usually have considerably more benefits and better work 
conditions than part time teachers, and this definitely influences their teaching. 
For example, full time teachers are allocated private cubicles equipped with 
computers, printers and internet access, and are allowed to organize their 
workloads and schedules at their convenience, while part time teachers are 
allocated, by their course coordinators, courses in either morning or evening 
shifts. This has a significant effect on teaching practice, because full time 
teachers are able to stay at the faculty in one shift, allowing them to have full 
time jobs elsewhere. In contrast, most part time teachers are allocated morning 
and evening lessons, while most also work in various other institutions under 
part time or hourly-paid agreements, which suggests they work under great 
time pressure. Some of these substantial differences, between senior and 
junior teachers, are also expressed within the teachers' academies. 
2.5.1 Academies 
Teachers are organized, according their speciality area, in academias 
(academies), which are small bodies of teachers specialized in specific 
teaching areas. There are four officially recognized academies: 1) The 
language academy, which is the largest of all and involves all the teachers in 
charge of teaching the English language courses; 2) The teaching academy, 
which is comprised of the body of teachers in charge of courses related to 
ELT; 3) The applied linguistics academy, which comprises the teachers 
specialized in language studies, and 4) The Spanish academy, on which sit 
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the teachers specialized in teaching Spanish language courses. Aside from the 
language academy, which is composed of over 60 teachers, all the other 
academies have less than 15 teachers. 
Since most of the language teachers also teach content subjects, most belong 
to at least two academies. The academies' main purpose is to revise and 
supervise the courses that fall under their responsibility. Main topics discussed 
within the academies may include course content, course progress, 
assessment, instructional materials and timetables. Academies meet at least 
twice a term. 
2.5.2 English language academy 
The English language academy is the largest and most influential body of 
teachers at the faculty, and involves the majority of the teaching staff. Since 
the BA requires students to take eight English language levels, these courses 
are the most in-demand and are consequently those offered in the widest 
range of schedules. As commented above, most teachers, except those from 
the Spanish academy, have some responsibility for the English language 
courses. This explains why this academy is the most heavily populated. 
The English language academy, like the other academies, normally meets 
twice or three times a term, and in these meetings a senior teacher known as 
'the president' presides over the academy with the assistance of a clerk who 
makes a record of that which is said or decided upon. This academy president 
is empowered to make decisions regarding academic issues provided they 
have been supported and voted on by the academy. Most frequently, decisions 
relate to course content and the assessment of the language courses. These 
bodies and the decisions they take are highly respected by the senior teachers 
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and authorities at the faculty. 
2.6 LEMO students 
The student population at LEMO has grown in recent years due to the high 
demand for language educators on a national level. Currently, the population is 
over 1200 students. From these, about 70 per cent are female and the 
remaining 30 per cent are male (LEMO, 2011). 
A major issue of concern for the faculty's authorities is the dropout rate, which 
is almost 50 per cent in the first year on the SA programme, meaning that less 
than half of the students who enrol each year manage to obtain their SA 
degree (BUAP, 2009). In most cases, dropout rates are believed to be caused 
by factors related to the students' financial limitations and the effect these have 
on their ability to complete their studies. 
This issue relates directly to teachers' actual practices, as, for instance, 
students with limited financial resources usually cannot afford the textbook 
required for the language courses, so they end up using photocopied versions 
of the textbook. Later, I will return to discuss this issue further, when I examine 
teachers' practices in detail. 
2.7 Conclusion 
The description of the research context in this chapter has provided an 
overview of the most relevant components of the context featured in this study. 
It has also described the relationships and mechanisms that underlie teaching 
practices, and in particular the use of materials. 
The range of topics discussed above not only provide a descriptive account of 
the context under investigation, but, in the subsequent chapters, will also be 
gradually brought into discussion to help make sense of the study's findings. 
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In the next section, a theoretical background to the study is presented to 
complement the contextual background provided here. 
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CHAPTER 3: LITERATURE REVIEW 
Introduction 
This chapter seeks to review the literature related to the main goals of this 
investigation. To make sense of the topics covered in this review. it is critical to 
remember that this study aims to examine the cognitions underlying teachers' 
use of instructional materials on a SA ELT at a Mexican university. 
This review of literature is expected to examine a set of selected themes and 
up to date studies in connection to the goals outlined by the investigation. 
The chapter first explains the rationale for the selection of themes examined 
here. and then examines how they are linked to the aims of the study. It then 
discusses the definition of teacher cognition adopted in this work and explains 
key terminological concepts related to this topic. The review then provides a 
background on teacher cognition research. and gives an account of research 
studies that have aimed to explore instructional materials. It then moves onto a 
discussion of teachers' experience and the distinctive features of more 
experienced and less experienced teachers. Later. I review the literature linked 
to instructional materials and their significance in EL T contexts with reference 
to institutional curricula and syllabuses. I conclude highlighting some salient 
issues emerging from this review of literature. 
3.1 Literature review and research goals 
In this section I discuss the relation between the topics examined in this 
chapter and the goals outlined for this work. To understand this relationship it 
is critical to remember that this study aims to explore the cognitive and 
contextual factors underlying teachers' use of materials (see Chapter 1). More 
particularly research question one examines the influence of textbooks' 
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methodology on teachers' practices; research question two explores the 
cognitions underlying teachers' use of textbooks. In addressing these two 
questions, this chapter examines: teacher cognition terminology, teachers' 
beliefs and teachers' knowledge and discusses issues related to textbooks 
and their relevance in EL T settings. As for research question three, focused on 
teachers' cognitions about materials other than textbooks, this chapter reviews 
literature about instructional materials in EL T, highlighting the role of textbooks 
in today's classrooms. In regard to research question four focused on 
contextual factors influencing teachers' practices, and research question five, 
which explores teachers' experience, this chapter examines literature related 
to teaching contexts and to teachers' experience in EL T practice. The 
discussion about curriculum and syllabus, although not directly related to the 
research questions, is of value to get a holistic understanding of this review of 
literature. 
All the research questions addressed in this study are with no exception 
related to the topics examined in this review of literature. Besides reviewing 
these topics, a number of related studies are also examined here, placing this 
research project in a historical context and in relation with state- of -the-art 
investigation. 
3.2 Teacher cognition terminology 
Before moving onto the discussion of teacher cognition issues, it will be useful 
to clarify some related concepts often used in this study. The concept of 
'cognition' has been associated with a range of terms - Borg (2006) identified 
over thirty concepts used in research from the early 1970s to the late 1990s to 
refer to teacher cognition. Such concepts include 'beliefs, case knowledge, 
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cognition, implicit theories, personal practical knowledge, schema and 
teaching criteria' (pp. 36-39). Similarly Ellis (2006), in reviewing teacher 
cognition research produced during the 1990s, identified various other terms 
used to designate teacher cognition, for example; 'teacher knowledge, 
teachers' mental lives, teacher beliefs, beliefs attitudes and knowledge, 
conceptions of teaching, teachers' theories and teachers' pedagogical 
systems' (Ellis, 2006: 1 ). 
Given the broad range of terms used to refer to 'teacher cognition', I will use 
this term interchangeably in this study to refer to the teacher's beliefs, the 
teacher's thoughts and the teacher's knowledge. 
3.3 Teacher cognition background 
As mentioned above, language education literature has referred to the term 
teacher cognition using a range of related terms. To facilitate the 
understanding of this term in this study, teacher cognition is aligned with Borg 
(2003b:81), who claims that teacher cognition is the study of 'what teachers 
think, know and believe, and the relationships of these mental constructs to 
what teachers do in the language teaching classroom'. The conceptualization 
of teacher cognition maintained in this study therefore assumes that 'the 
beliefs teachers hold influence their perceptions and judgements which in turn 
affect their behaviour in the classroom' (Pajares, 2003:307). 
Research aiming to explore language teacher cognition 'draws on a tradition of 
educational research which stretches back over 30 years' (Borg 2006:5), 
although teacher cognition research emerged as a distinctive research field in 
language education only in the mid 1980s and the early 1990s (Saphiro and 
Kilbey, 1990). 
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In the last two decades, extensive literature on teacher cognition examined 
education in general (i.e. Verloop, Van Oriel & Meijer, 2001; Pajares, 2003; 
Donaghue, 2003), and also explored specific aspects of language teaching 
such as, among many: grammar teaching (Borg, 1999, 2003a); teachers' 
beliefs about materials (Zacharias, 2005); language learning beliefs with 
regard to gender (Tercanlioglu, 2004); experience-based knowledge 
(Ellis,2006); teachers' beliefs on computers in classrooms (Cummings, 2008) 
and the role of technology in teaching reading and writing (Ihmeideh, 2010). 
According to Borg (2006), from the early 2000s onwards, teacher cognition has 
been characterized by extensive research on 'understanding teacher 
knowledge' (p.35). 
Within the framework of teacher cognition research, teachers' beliefs and 
teachers' knowledge are perhaps the most researched constructs and those 
most frequently mentioned through this study. In the following sections, 
therefore I discuss their distinctive features. 
3.4 The nature of teachers' beliefs 
Research exploring beliefs has become challenging due to the 'difficulty 
caused by definitional problems, poor conceptualizations and differing 
understandings of beliefs and belief structures' (Pajares, 1992:307). In 
describing the complexity of defining the concept 'beliefs', Pajares (1992:309) 
says: 
Defining beliefs is at best a game of player's choice. They travel in 
disguise and often under alias - attitudes, values, jUdgments, axioms, 
opinions, ideology, perceptions, conceptions, conceptual systems, 
preconceptions, dispositions, implicit theories, explicit theories, 
personal theories, internal mental processes, action strategies, rules of 
practice, practical principles, perspectives, repertoires of 
understanding, and social strategy, to name but a few that can be 
found in literature. 
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Furthermore, he maintains that choosing a suitable definition of belieffor a 
particular research project is a matter of selecting among a wide range of 
existing positions and interpretations, in which the most suitable will be that 
which fits the particular features and goals of that particular study. 
Beyond the terminology used to designate this term, most research in the field 
of teacher education has attempted to provide a definition of this construct. 
Johnson (1994:439) notes that 'Cognitive psychology defines beliefs, as one's 
representation of reality that guides both thought and behaviour'. She further 
asserts that beliefs contain a cognitive, an affective, and a behavioural 
component, each of which influence what one knows, feels and does. 
In exploring the nature of beliefs, Richardson (2003) describes them as one 
form of cognition, while Nespor (1987) refers to beliefs as a form of knowledge. 
The term 'belief nonetheless, holds particular features when it refers to the 
beliefs of teachers. To distinguish the study of teachers' beliefs from other 
kinds of stUdies of belief, Richards, Gallo and Renandya (2001 :43) note 
The study of teachers' beliefs forms part of the process of 
understanding how teachers conceptualize their work. In order to 
understand how teachers approach their work it is necessary to 
understand the beliefs and principles they operate from. 
This suggests that to examine teachers' beliefs, they should necessarily be 
articulated by teachers themselves. Later in the following chapter I discuss the 
importance of having teachers talk about their own practices. Richardson 
(2003:3) defines teachers' beliefs as 'psychologically held understandings, 
premises, or prepositions about the world that are felt to be true', and suggests 
three major sources for them; 'personal experience; experience with schooling 
and instruction; and experience with formal knowledge - both school subjects 
and pedagogical knowledge' (p.5). In fact, Richardson's definition explains the 
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sources of teachers' beliefs, and suggests that the most important is 
experience with schooling and instruction, which relates to the beliefs that 
teachers gained from the thousands of hours they spent during their own 
education sitting in classrooms, gaining experience as learners, which Lortie 
(1975) explored since few decades ago and called 'apprenticeship of 
observation'. Another view about the foundations of teachers' beliefs (Richards 
and Lockhart, 1994:30) suggests that 
Teachers' beliefs systems are founded on the goals, values, and 
beliefs teachers hold in relation to the content and processes of 
teaching, and their understanding of the systems in which they work 
and their roles within it. 
Richards and Lockhart further explain that belief systems consist of objective 
and subjective dimensions, and that some sourced on empirical experience 
may be fairly superficial, for instance beliefs about correcting learners. In 
contrast, other beliefs may be more sophisticated because they require 
teachers to know some EL T principles, as in for example the belief that team 
work can be more effective than individual work. In the same vein, Phipps and 
Borg (2009:381) maintain 
Teachers' beliefs exist as a system in which certain beliefs are core 
and others peripheral ... Core beliefs are stable and exert a more 
powerful influence on behaviour than peripheral beliefs. 
Even though investigation into teacher beliefs has identified the existence of 
belief systems (Phipps and Borg, 2009; Richards, Gallo & Renandya, 2001 ), 
this issue has not yet been acknowledged as a feature of teacher cognition 
research (Phipps and Borg, 2009). One example of research exploring 
teachers' beliefs was conducted by Richards, Gallo & Renandya (2001). The 
study explored three aspects of teachers' beliefs: 1) core beliefs language 
teachers hold about teaching and learning; 2) how teachers saw their teaching 
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as having changed over the years; and 3) the sources of change. The study 
involved 112 second language teachers from Asia and Australia. Drawing on 
survey data, the study reported: 
Question One. The three most reported beliefs centred on a) the role of 
grammar in language teaching and how it should be taught, b) beliefs about 
learners, and c) beliefs about language skills. 
Question Two. With regard to changes in teachers' approaches, teachers 
reported that 1) their teaching was more student-centred; 2) their methodology 
(e.g. linguistic focus, tasks and assessment strategies) had changed; and 3) 
their use of materials had changed - for instance they relied less on textbooks 
and used more authentic materials. 
Question Three. With regard to the sources of change, teachers reported, from 
13 options presented in the questionnaire that the three most influential 
sources of change were: In -service courses; seminars and conferences; and 
student feedback. 
Richards and Lockhart (1994) have also shed light on the foundations of belief 
systems. They suggest the following sources of teachers' beliefs (pp. 30-31) 
• their own experience as language learners 
• the experience of what works best 
• established practice 
• personality factors 
• educationally based or research-based principles 
• Principles derived from an approach or method 
So far, this study has shed light on a number of theoretical viewpoints about 
the foundations and sources of teachers' beliefs. Having insight into the nature 
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of teachers beliefs will help make sense of another key concept associated to 
teachers' cognition - that being teachers' knowledge. 
3.5 Understanding teachers' knowledge 
Along with beliefs, teachers knowledge has become an issue of growing 
interest in teacher research in the last 15 years (Phipps and Borg, 2009), 
although there have existed incipient studies in the field for nearly three 
decades (Nespor, 1987; Shulman 1986). 
A useful way to understand teacher's knowledge is to contrast its definition 
with that of 'teacher's belief'. According to Pajares (1992), knowledge is 
meaningful information, whilst beliefs are composed of cultural end experiential 
knowledge. This distinction is supported by Ellis (2006:7), who illustrates how 
these two concepts are different. 
During formal teacher education, teachers are expected to acquire 
'knowledge' about phonology, syntax, bilingualism, learner motivation 
etc. They are also expected to develop beliefs about propositions 
within language learning, for example, whether systemic functional 
grammar is more useful in teaching writing than is traditional grammar. 
Similarly, Nespor (1987) has shed light on how teachers' knowledge is distinct 
from their beliefs. He asserts that beliefs reside in the boundaries of the 
individual's experience, or the individual's perception about their environment, 
while knowledge system information is stored as a construct with meaning, 
which is backed up by learning, definitions, as well as by true and factual 
concepts. 
In this regard, Woods (1996:195) maintains that knowledge is 'things we know 
- conventionally accepted as 'facts' which we hold to have been demonstrated, 
or at least to be demonstrable'. 
Notions about teachers' knowledge playa central role in the understanding of 
why teachers do what they do. The assumption that knowledge relies on 
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learned structures or true concepts, and that beliefs reside in the boundaries of 
emotions or perceptions of teachers' realities is overly simplistic. For Pajares 
(1992), knowledge and beliefs are intermingled, and the understanding of one 
of these constructs would not be possible without the understanding of the 
other. 
In defining types of knowledge, Waters (2005:213) maintains that teachers 
normally acquire two types of knowledge: 'propositional (declarative) and 
experiential (or procedural)'. The first refers to knowledge in the form of 
theoretical principles, and the second refers to knowledge developed through 
experience. 
Research on teacher cognition (Richardson, 2003; Nunan, 2004) asserts that 
teachers' beliefs drive their actions. Similarly, other studies state that 
knowledge also 'guides the invisible process of classroom decision making' 
(Szesztay, 2004:129). Studies in the 1980s and the 1990s have contributed to 
clarifying the nature and organization of teachers' knowledge. Similar to 
Nespor (1987), Carter (1990) found that teachers' knowledge resides in the 
brain as a system. 
Shulman (1986) sheds light on the understanding of teachers' knowledge. He 
identified a particular knowledge associated with teaching which he describes 
as 'teachers' content knowledge'. In explaining how this particular knowledge 
is organized, he suggested three main categories or domains (although there 
are several others): 'subject matter knowledge, pedagogical content 
knowledge and curricular knowledge' (p.9). 
1) Subject matter content knowledge. This category refers to the 'amount and 
organization of content knowledge per se in the mind of the teacher' (p. 9). 
27 
According to Shulman, this category requires teachers to go beyond the 
understanding of facts and concepts in a particular field. This requires that 
when a truth, a concept or a principle is presented within a particular 
discipline, teachers must be able to prove its validity within a particular 
discipline, as well as show how it is linked to other propositions within the 
discipline. 
2) Pedagogical content knowledge. The second category refers to a higher 
dimension of knowledge that Shulman calls 'subject matter knowledge for 
teaching' (p.1 0). This category is described as the knowledge teachers use 
to carry out complex reasoning, representations, and explanations and to 
illustrate ideas, concepts and theories. It refers to the teachers' 
competence in teaching the content of a discipline and making it 
comprehensible to others. 
3) Curricular knowledge. This category is 'represented by the full range of 
programs designed for the teaching of particular subjects and topics at a 
given level' (P. 10), the variety of instructional materials, and the set of 
regulations that indicate the mechanisms used to implement a particular 
program or curriculum. This knowledge is represented by a range of 
concepts linked to the curriculum, for instance: programmes, syllabuses, 
objectives and materials. 
Shulman (1986) maintains that knowing the categories and sources of 
teachers' knowledge does not suffice in the understanding of how teachers 
make decisions. Thus, he suggests three forms of knowledge: 1) propositional 
knowledge; 2) case knowledge, and 3) strategic knowledge. These forms of 
knowledge apply equally to each of the three categories listed and discussed 
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above. Figure 3.1 illustrates the three categories of teachers' knowledge, and 
the three forms representing each category. 
, 
CATEGORIES OF TEACHERS' KNOWLEDGE 
1. Subject matter content knowledge 
2. Pedagogical content knowledge 
3. Curricular Knowledge 
/ ~ 
propositional case strategic 
knowledge knowledge knowledge 
Forms of knowledge corresponding to each of the above categories 
Figure 3.1 Shulman's categories and forms of knowledge 
As Figure 3.1 shows, the three main categories of teachers' knowledge are 
represented in the top box. The boxes below show the three forms of 
knowledge that Shulman (1986) proposes to represent each category of 
knowledge. The first, propositional knowledge, involves knowledge of specific 
well documented and thoroughly described events. The second form, case 
know/edge, 'refers to reports of events or sequences of events' (p.11). The 
third form, referred to as strategic knowledge, comes into action, when the 
'teacher confronts particular situations or problems, whether theoretical, 
practical or moral' (Shulman, 1986:13). Even though Shulman presents an 
extensive taxonomy of teachers' knowledge systems, in practice, it would be 
too complex to distinguish the boundaries of each of the categories and forms 
of knowledge described above. 
Carter (1990:292), from another perspective, explains how teachers' 
knowledge is organized. She distinguishes three broad categories of 
knowledge: 
• a) teachers' information processing, including decision-making and 
expert-novice stUdies. 
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• b) teachers' practical knowledge, including personal knowledge and 
classroom knowledge. 
• c) pedagogical content knowledge, that is, the ways teachers 
understand and represent subject matter to their students. 
Along with teachers' beliefs, the concept of teacher's know/edge has also been 
investigated - one example of which is a study carried out by Szesztay (2004). 
The study, aimed to identify the kind of knowledge which guided the invisible 
process of classroom decision-making. The participants were seven 
experienced school teachers who participated in a year-long reflective 
professional development seminar. As part of the seminar, the teachers taught 
various language lessons, three of which were videotaped. The course 
focused on 14-16 concepts of reflective practice. 
Drawing on video data as a reference, teachers were interviewed. They were 
allowed to choose three of the (14-16) concepts of reflective practice that they 
had studied through the year. During the interviews, teachers were allowed to 
stop the videotapes whenever they wanted, and then reflected and explained 
what had happened in that particular episode of the lesson and why. They then 
related their viewpoints to the three concepts they had previously chosen. 
Outcomes from the study showed the following: 1) teachers' reflections about 
their moves in class were not always borne out by a verbalized thought; 2) 
reflection-in-action is triggered by unexpected elements in the class situation; 
and 3) teachers' reflections about their work playa central role in building up 
their knowledge. 
Szesztay's study found that 'teachers knowledge' was intermingled with 
'teachers beliefs' as teachers expressed their opinions, although the study 
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does not make a differentiation between teachers' knowledge and teachers' 
beliefs. This study takes me back to Pajares (1992:309), who claims that 
'distinguishing knowledge from belief is a daunting undertaking'. 
Carter (1990), along with Nespor (1987) and Shulman - in terms of his 
theoretical views about the sources and organization of teachers' knowledge -
are particularly relevant for this study, since they enhance the understanding of 
the cognitive background supporting the teachers' work. Later I will evoke the 
categories and forms of knowledge when I deal with the teachers' experience. 
3.6 Relevance of teacher cognition in this study 
While this section highlights some of the benefits of exploring the field of 
teacher cognition, special emphasis is also paid to the notion of the influence 
of teachers' beliefs on their instructional decisions. 
Calderhead (2003) notes that the main contribution of research on teachers' 
thinking is the impact this might have on teacher development. On this point, 
Woods (1991) notes that researching teachers' background knowledge might 
help enhance language teachers' performance. Further studies ( Woods 1996; 
Goddard, 2003) converge on the view that researching the field of teacher 
cognition might contribute to improving teachers' practices. 
As mentioned above, of the assumptions made by teacher cognition research, 
it is that which relates teacher cognition to classroom practices that works in 
the interest of this study. In examining these relationships, Borg (2006: 275) 
explains: 
We know that what language teachers do is underpinned and 
influenced by a range preactive, interactive and post-active of 
cognitions which they have. However we also understand that the 
relationships between cognition and practice in language teaching are 
neither linear nor unidirectional. It is not linear because cognitions and 
practices may not always concur, due to the mediating influence of 
contextual factors ... and it is not unidirectional because teachers' 
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cognitions themselves are shaped in response to what happens in the 
classroom. Language teaching, then can be seen as a process which 
is defined by dynamic interactions among cognition, context and 
experience. 
This study therefore assumes that, although they are not linear, interrelations 
do exist among context, teacher cognition and teacher practice (e.g. beliefs 
may influence instructional decisions; context may influence beliefs). The 
study is aligned with this assumption because, as it moves forward, the issues 
of context, cognition and practice will emerge and be gradually elevated to the 
core discussion of this work. 
There is abundant literature in the field of language education which has 
examined the relationships between teachers' beliefs and their teaching 
practices. In this respect, Richardson (2003:4) claims that 'beliefs are thought 
to guide teaching action'. Similarly Nunan (2004: 6) asserts: 
Although it is not always immediately apparent, everything we do in the 
classroom is underpinned by beliefs about the nature of language, the 
nature of the learning process and the nature of the teaching act. 
Further investigation has strengthened the idea that beliefs shape teachers' 
actions. Kennedy (1996:107) affirms that teachers' beliefs are seen 'as crucial 
determinants of behaviour'. More recently Phipps and Borg, (2009) have 
observed that in the last 15 years research has focused on the relationships 
between teachers' beliefs and their practices. This idea, however, has been on 
the research agenda for over four decades. For instance, ever since a study 
performed by Burton and Webb (1968) claimed that teachers' beliefs heavily 
influence teachers' behaviour in the classroom, other studies more recently 
have examined these relationships (Woods, 1991; Johnson, 2011; Gatbonton, 
2008; Kuzborzka, 2011). 
One example is a study conducted by Woods (1991), who drew on a mixed 
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methods methodology to map language teachers' decision-making process, 
and examined the learning process for curricular teaching from the perspective 
of Canadian teachers. The study followed up teachers' work through an entire 
whole course; from the point the teachers were allocated their courses until the 
moment when they had the final results in their hands. The study first explored 
the views and backgrounds of eight teachers, and then concentrated on two 
experienced teachers (Teachers A and B). Drawing on interview data, teacher 
log data and video data, the study followed up the teachers' decisions 
throughout the course. The findings revealed contrasting outcomes between 
Teachers A and B and their decision making. It was shown that decisions 
made by teachers in the course of their lessons reflected their assumptions 
and beliefs about tasks, materials and objectives. Teacher A's decisions 
tended to accomplish the planned curricular content, while teacher B's 
interpretation of the curriculum was blurred by his perceptions about the role of 
teachers and students in the learning process. Overall, the teachers' 
implementation of the curriculum was shaped by their beliefs about language 
learning. 
Even though abundant research has found links between teachers' beliefs 
and their practices, other studies (Karaagac; and Threlfall, 2004; Phipps and 
Borg, 2009) have found a lack of correspondence between teachers' stated 
practices and their behaviour in the classroom. According to Borg (2006), this 
mismatch may be because the methodology used to elicit teachers' beliefs was 
not the most suitable for a particular study, although it could also be attributed 
to the unobservable nature of teachers' beliefs. 
Much of what we know about teachers' beliefs has been captured through 
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strategies such as interviews, observations, video and audio recordings and 
surveys; nonetheless, what we know is still limited due to the invisible nature of 
their thoughts. 
Issues related to eliciting data from language teachers will be discussed in the 
following chapter. 
3.7 Teacher cognition in the Spanish speaking context 
The field of teacher cognition is a relatively new field in the Spanish speaking 
context, particularly in Mexico where research in this field is fairly scarce. 
However, there are a few studies which have explored teachers' thinking in 
elementary and secondary education in such areas as: teacher development 
(Macotela, Seda, and Flores, 1997); teachers' perceptions about education 
(Aguilar, 2003); teachers' beliefs about teaching both mathematics (Civil, 
2006), and science (Flores et aI., 2007). 
At undergraduate and postgraduate level, very little research has been carried 
out in this area. The few existing studies have focused on areas such as 
teachers' self-assessment (Marin, 2005), students' perceptions about learning 
Maths (Chavez, Castillo, and Gamboa 2008), teachers' conceptions about 
science and technology (Casas et aI., 2009), and teachers' beliefs about 
teacher training (Negrete, 2009). 
Negrete's work (2009) aimed to present an analysis of the state of the art of 
EFL teachers' beliefs, types of knowledge, attitudes and motivation in a state 
of Mexico (Quintana Roo). The study involved 25 in-service teachers from 
more than a dozen pre-university schools from over all the state. A main 
feature of the participants was that only a few had qualifications in EFL 
teaching. Drawing on survey data only, the investigation explored the state of 
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teachers' beliefs, types of knowledge, attitudes and motivation. 
Closely related to the field of teacher cognition is the issue regarding teachers' 
experience. As it plays a major role in this study I examine it in the subsequent 
sub-section. 
3.8 Teachers' experience in El T practice 
Before moving on to the discussion on teachers' experience and its 
significance in language teaching, it is worth clarifying that teachers' 
experience is examined here because it is a key variable found in the six 
teachers that are qualitatively examined in this investigation. Thus, the study 
concentrates on the practices of more experienced and less experienced 
teachers. Later, in the methodology chapter, I will talk about the rationale for 
choosing the experienced partiCipants. 
Research in language education has found that 'cognition not only shapes 
what teachers do but is in turn shaped by the experiences teachers 
accumulate' (Borg, 2003b:95). This section therefore aims to shed light on how 
the teachers' experience shape their teaching practices. 
It will be useful first to distinguish the differences between two related concepts 
'experienced teacher' and 'expert teacher'. In practical terms, we could say 
that while teachers who have been teaching for many years, and who during 
which time have followed determined routines repeatedly, have gained 
experience, they are not necessarily experts or skilful in a particular domain. 
In contrast: 
experts are often defined as either top performers who excel in a 
particular field or professionals who achieve at least a moderate 
degree of success in their occupation (Boshuizen, Bromme & Gruber, 
2004). 
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Tsui (2005:168) maintains that in several studies the terms experienced 
teacher and expert teacher are used interchangeably. However, experience 
and expertise are not synonymous, since experience is clearly linked to the 
teacher's years' of practice, whereas expertise is more related to skill 
development. 
A major concern for research on expertise is the need to distinguish between 
the features of experienced and novice teachers. According to Boshuizen, 
Bromme & Gruber (2004), an experienced teacher may be referred to as a 
professional, senior, expert, or qualified practitioner, while a novice or 
inexperienced teacher is usually considered unskilled or short of practice. 
I will concentrate on highlighting the distinctive features of experienced 
teachers. Ropo (2004:163) affirms that 'expertise can only emerge after long 
experience'. He suggests that a teacher becomes expert after 10,000 hours of 
teaching and after 15,000 hours sitting as a student. In the Mexican context, 
this would be comparable to remaining in education for 18 years from 
elementary to higher education whilst also taking language courses for two 
hours a week, and then teaching full time for over twelve years. This 
consideration might vary in other professions or domains and depend on the 
development of other skills, but, nonetheless, it gives an idea of the process 
that becoming an 'expert teacher' involves. Ropo (2004) notes that expertise is 
primarily conditioned to experience; in other words expert teachers are also 
experienced. Based on this assumption, I will discuss the 'experience' factor, 
and its influence on the teachers' practices. 
In explaining the nature of experienced teachers, Tsui (2003) explains that 
teachers move through stages or phases in the course of their careers. The 
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first stage she identified is the exploration or discovery phase, which is distinct 
in most novice teachers. Tsui (2003:79) explains: 
Typically, beginning teachers go through a 'survival' phase where they 
are preoccupied with their own survival in the classroom. They feel 
diffident, inadequate, and ill-prepared. Some of the well-documented 
problems and concerns in this phase are those of reconciling 
educational ideals and realities, maintaining classroom discipline, 
establishing an appropriate relationship with students, playing the role 
of a teacher, and having an adequate mastery of knowledge as well as 
instructional methods. 
The initial stage is followed by a 'stabilization stage', which is described as a 
phase in which teachers' skills and knowledge settle down. This, according to 
Tsui, is a consolidation phase in which teachers move from concerns about 
themselves to concerns about their teaching. 
A third stage is the 'experimentation' or 'diversification' stage (Tsui, 2003:80), 
which is a period in which teachers explore different methods and materials 
and search for ways to innovate, and is regarded as a time of development 
and change. This stage is followed by a phase of serenity in which teachers 
are less susceptible to others' perceptions of them. It is, according to Tsui: 
'marked by a decline in profeSSional investment and enthusiasm, but 
also greater confidence, more tolerance, and spontaneity in the 
classroom. It is also a phase where teachers' relationship with students 
become more distanced, largely caused by the widening gap between 
themselves and their students' (p. SO) 
This stage is characterized by a decrease in the teachers' enthusiasm for 
carrying out classroom activities. The following stage is regarded as 
'conservationism' (p.S1), and is characterized by 'resistance to and scepticism 
about innovation and change, increased complaints about students and 
colleagues and a craving for the past'. Although most features of this stage are 
closely related to age, it can also manifest itself in young teachers. 
A stage near the end of a teacher's career is known as the disengagement 
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phase. This stage is marked by a practical separation by teachers from both 
their usual professional routine and their involvement in activities not related to 
teaching. This is a stage in which teachers ponder on their achievements and 
regrets over the course of their career. According to Huberman (1993: 10) the 
disengagement phase can be 'bitter' or 'serene'. 
Tsui's description of the various phases through which teachers pass 
throughout their careers help us make sense of the change and development 
teachers go through as they become more experienced. 
To make sense of how teachers' experience is expressed in their actual 
practices, Tsui (2005:172) describes distinctive features of experienced 
teachers' lessons during the planning and interactive phases: 
Planning phase. 1) Teachers are generally more keen to make decisions 
about their teaching and are less willing to follow the institution's suggested 
guidelines; 2) they are much more efficient in lesson planning; 3) they are 
more flexible and keen to make decisions in response to unexpected 
situations; and 4) their practices reflect a much more integrated knowledge 
base, which means that teachers are able to draw on knowledge from a range 
of domains. 
Interactive phase. 1) Experienced teachers easily recognize patterns in the 
classroom; 2) they are more capable of differentiating between events that are 
critical and require prompt attention and events which are not relevant; 3) they 
respond to class situations with automaticity - in other words they have 
developed problem-solving skills; and 4) most of their decisions are principle-
based. In the same vein, Borg (2003:95), citing Nunan (1992), asserts that 
more experienced teachers are more concerned with language issues than 
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with classroom management. He goes on to maintain that with their increasing 
experience, teachers become more and more skilled in interactive decision-
making, which suggests teachers' improvisational skills grow as they become 
more experienced. 
The review of teachers' experience explored here plays a central role in this 
study, not only as one more variable of the investigation, but also as an issue 
which may help us to understand the relationships between teachers' 
cognitions and their experience. 
Having reviewed the key features found in experienced teachers, I will move 
on to discuss instructional materials and their significance to EL T contexts. 
3.9 Instructional materials in EL T 
Given the focus of this study, the discussion about materials in language 
classrooms is key to making sense of this investigation. Tok (2010) maintains 
that instructional materials continue to be key components in language 
classrooms for both teachers and learners. Tomlinson (2003:2) describes 
language teaching materials as: 
anything that can be used to facilitate the learning of a language. They 
can be linguistic, visual auditory or kinaesthetic or they can be 
presented in print, through live performance or display, or on cassette, 
CD-ROM, DVD or the internet. 
From McGrath's (2002:7) perspective: 
materials could include 'realia' (real objects such as pencil, chair or 
bag)and representations (such as a drawing or a photograph of a 
person, house or scene) ... text materials (e.g. textbooks, work sheets, 
computer software); authentic materials (e.g. off-air recordings, 
newspapers, articles), teacher-written materials and learner generated 
materials. 
More recently Tok (2010) described instructional materials simply in terms of 
being either printed or non-printed. In fact, every time researchers attempt to 
describe the existing materials, they find out that new resources have 
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appeared which makes listing them all a rather complicated task. Nonetheless, 
the materials described above help us to make sense of the broad range of 
possibilities available on the market to help teachers teach their lessons. For 
the purposes of this study, I discuss the relevance of textbooks in language 
classrooms today. 
3.9.1 Textbook in today's language classrooms 
In this study, the term 'textbook' refers to the book or book set used as the 
main material in the teaching of an English language course. Textbooks have 
become one of the most evolving tools in English language teaching. 
Hutchinson and Torres (1994:315) affirm the textbook 'has become an almost 
universal element of EL T', playing a significant part in the language teaching 
and learning processes (Rubdy, 2003). Zacharias (2005:23) also asserts: 
whether used in conjunction with other texts or materials or as a sort of 
surrogate curriculum, textbooks tend to affect the teaching and learning 
process in the classroom. 
In most EL T contexts, 'course books are perceived by many to be the route 
map of any EL T programme' (Sheldon,1988:238). Even though it was made 
nearly three decades ago, this assertion is still true in several language 
teaching contexts, including that which this research focuses on, where 
textbooks have gained such importance that they have even replaced the 
institutional syllabuses in the formation and planning of courses. 
Studies of learning materials (Tomlinson, 2003, 2008) have recognized the 
textbook as a key component in language learning and language teaching. 
McGrath (2002:10-11) suggests the following reasons to use a textbook in 
language teaching: 
Why teachers and learners need a textbook 
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• A course book is a map, it shows where one is going and where one has been 
• It provides language samples 
• It offers variety 
Why learners need a textbook 
• It defines what is to be learned and what will be tested 
• It reinforces what the teacher has done and makes revision and preparation 
possible. It thus offers support for learning outside class. 
Why teachers need a textbook 
• It provides a structure for teaching 
• It saves time. To prepare materials from scratch for every lesson would be 
impossible. 
• It offers linguistic, cultural and methodological support 
• It is easy to keep track of what you have done and to tell others where you 
have reached (e.g. when reporting to the Head of department or briefing a 
substitute teacher) 
Similar to Mc Grath, Ansary & Sabaii (2002:2) suggest a checklist of 
arguments for using a textbook: 
• A textbook is a framework which regulates and times the programs 
• In the eyes of learners, no textbook means no purpose 
• Without a textbook, learners think their learning is not taken seriously 
• In many situations, a textbook can serve as a syllabus 
• A textbook provides ready-made teaching texts and learning tasks 
• A textbook is a cheap way of providing learning materials 
• A learner without a textbook is out of focus and teacher-dependant, and 
perhaps most important of all, for novice teachers a textbook means 
security, guidance, and support. 
In the late 1980s, Sheldon (1988) noted the relevance of textbooks in 
language classrooms, and, in the following decade, Hutchinson and Torres 
(1994) pointed out the growing influence of EL T textbooks in language 
teaching contexts. In the early 2000s, textbooks continued to be a preferred 
tool for language instruction (Gray, 2000). More recently, Zacharias (2005) 
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affirmed that textbooks have become a central pedagogical element in 
language classrooms. Thus, there is evidence to affirm that the textbook's 
central role has remained unaltered over the years. 
Conversely, there are arguments highlighting the disadvantages of using 
these materials. Tze-Ming Chou (2010), for instance, identified some potential 
problems in the use of textbooks: First, activities normally follow the same 
patterns, so they may soon become boring for learners, besides reading 
selections are not challenging and often draw on unrealistic language. Second, 
most textbooks do not motivate the student, the main reason is that in most 
textbook sets, the books are of a very similar design, often featuring repetitive 
content. Consequently, as soon as students receive their textbooks, they lose 
interest and motivation. Third, as grammar sections often include little practice, 
to achieve a particular grammar objective may take a number of weeks. 
Studies from the early 1980s have explored a number of issues relating to 
textbooks; such as the orientation of textbooks' contents (Allwright, 1981), 
books as cultural artefacts (Gray, 2000), the authenticity of the interactions 
depicted in textbooks (Gilmore, 2004), and teachers' beliefs about the role of 
textbooks in foreign language classrooms (Allen, 2008). This latter study is 
very similar to the research being carried out here. Allen's study aimed to 
explore the beliefs of 12 elementary level language teachers regarding the role 
of foreign language (FL) textbook materials. The study took place over a 
period of ten weeks in the context of a university's FL programme. Although 
the study was centred on qualitative data, two questionnaires gave insight into 
the teachers' practices and beliefs about the use of textbooks. Drawing on a 
Likert-type scale, the questionnaires consisted of 20 items which explored 
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teachers' practices, alongside the teachers self-reported key aspects about 
their use of textbooks. Drawing on semi-structured interviews, teachers were 
interviewed about their beliefs regarding the role of textbooks, the uses of 
those materials for planning and instruction, and asked to express their views 
about the most and least useful aspects of using textbooks in their lessons. 
Allen's findings supported the notion that the textbook functioned as an 
important tool in FL teaching and classroom learning activity. In this regard all 
the participants showed evidence of the utility of textbooks in their practices. 
Teachers also reported three concrete ways in which textbooks supported their 
lessons: 1) they presented new materials, including images; 2) they presented 
guided practice; and 3) some book activities could be adapted or modified by 
teachers for different tasks and activities. 
Drawbacks of the book cited by teachers included: 1) books lacked student-to-
student activities; 2) some activities were irrelevant; 3) cultural issues in the 
book clashed with cultural issues emerging from the students, and 4) a lack of 
truly communicative activities. 
Despite the potential drawbacks of textbooks, their role has not substantially 
changed in EL T contexts, conversely it has attained ever increasing 
importance in today's language teaching settings. 
Since the textbook plays a central role in the curriculum of the context under 
study and is acknowledged by most teachers as the syllabus in their language 
courses, it is therefore critical to discuss the significance of the concepts 
curriculum and syllabus within the framework of this investigation. 
3.10 Curriculum and syllabus in ELl programmes 
Although this study is not focused on the concepts of the institutional syllabus 
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or curriculum, these terms are nonetheless frequently raised throughout this 
study, particularly in the qualitative phase. I therefore feel it is important to 
discuss what these terms mean within the context of this research. 
Understanding the institutional curriculum, the language course syllabuses and 
the relationships between them will help the reader to better understand the 
language teachers' instructional decisions in the context under study. 
Graves (1996:3) asserts that such terms as curriculum, syllabus and course, 
frequently overlap; 'some teachers may refer to the curriculum for their course 
and others to the syllabus for the curriculum'. However, most confusion usually 
rests on the terms curriculum and syllabus. Nunan (1988) notes that curriculum 
and syllabus are sometimes indiscriminately referred to as 'curriculum', 
although they are two distinct concepts, shaped by particular characteristics. In 
this regard Richards (2001 :39) notes that: 
Syllabus, which prescribes the content to be covered by a given 
course, forms only a small part of the total school program. Curriculum 
is a far broader concept. Curriculum is all those activities in which 
children engage under the auspices of the school. This includes not 
only what pupils learn, but how they learn it, how teachers help them to 
learn, using what supporting materials, styles and methods of 
assessment, and in what kind of facilities 
It can be said that syllabus is one aspect of the curriculum; 'it is a specification 
of the content of a course of instruction and lists what will be taught and tested' 
(Richards, 2001 :2). It is an official statement of the goals and tasks to be 
performed in the classrooms in an educational unit (Brumfit, 1984). Curriculum 
on the other hand, is a wider concept that comprises 'needs analysis, goal 
setting, syllabus deSign, methodology, and testing and evaluation' (Richards, 
1990:1). In the viewpoint expressed above, the syllabus is a key component of 
the curriculum, and fundamental to guiding every day teaching, whereas the 
curriculum is seen as a more general structural and organizational unit. 
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Within the context of the BA EL T in Mexico, curriculum is taken to include the 
institution mission, vision, policies, goals, and educational orientations, and is 
used to establish the syllabuses of all the modules in the course. It is also used 
to establish the academic profile required of graduating students and the 
specific criteria used for both enrolment onto and graduation from the BA 
degree (BUAP, 2011). In the context of the present study, the institutional 
curriculum and syllabuses take the form of official documents, which are 
designed by or developed for the institution. 
3.11 Relevance of work context 
I will close this chapter by discussing the influence of context on teachers' 
work. Within the framework of education generally, the context may have 
several interpretations and implications. It may concern the classroom itself 
and every component within this setting, for instance, facilities, materials and 
physical resources (e.g. room, board, markers, equipment, and environmental 
conditions such as temperature, ventilation and location in respect to other 
classrooms). Institutional context may refer also to the school regulations, 
philosophy, materials, facilities, libraries and whatever other component of the 
school beyond the classroom that affects the teacher and their practices. 
Context, from a broader perspective, can also refer to the atmosphere outside 
the school, for instance school location, neighbourhood and norms, to mention 
just a few. Institutional contexts can, therefore, be viewed from different 
perspectives, as they play an important role in relation to teachers' work. 
Borg (2006) maintains there are relationships between teachers' beliefs, 
practices and context. He explains that these relationships are not 
unidirectional or linear, and thus this may occur in a variety of ways in an 
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infinite possibility of contexts and situations. In discussing the impact of context 
on language teachers' practices in particular, Borg (2006:275) notes: 
The social, institutional, instructional and physical settings in which 
teachers work have a major impact on their cognitions and practices. 
The study of cognitions and practices in isolation of the contexts in 
which they occur will inevitably, therefore provide partial, if not flawed 
characterizations of teachers and teaching. 
Some studies have explored the relationships among the context, teachers' 
beliefs and teachers' practices (e.g Borg, 2003b; Moini, 2009; Johnson, Kraft 
and Papay, 2011). For instance, Johnson, Kraft and Papay's (2011) study 
draws on a questionnaire with 87 items, and examines the views of over 
25,000 teachers from the United States. Outcomes from the study showed that 
work context has a strong influence on teachers' work, even more than 
financial considerations. The study showed further that contextual factors were 
a primary reason for teachers moving to other schools, as they affected career 
plans and were acknowledged as the most influential factor on teachers' 
choices. All in all, contextual factors emerged as a key variable in teachers' 
choices, not only within the boundaries of the classroom, but also in their 
teaching careers. 
In the p'resent study, contextual factors playa significant role in relation to 
teachers' practices. Further discussion on these issues will be carried out in 
the following chapters. 
3.12 Conclusion 
The various topics discussed here set out the theoretical foundations for this 
investigation. Taken together, they have been presented in such a way as to 
enhance the readers' understanding of the situation and the context that this 
study investigates. 
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The discussion of teacher cognition and teachers' experience has helped us 
understand the influences on teachers' thinking and how that thinking evolves 
as teachers become more experienced. Similarly, the discussion about the 
context has helped make sense of the significance and impact of the research 
context on the teachers' practices. 
An enhanced understanding of the terms curriculum and syllabus, which are 
frequently raised in this work, has also helped us to identify the relationships 
between these terms and their particular meaning in the context of this study. 
Taken together, the examination of the literature on teacher cognition, 
teachers' experience, instructional materials, curriculum and syllabus, and 
institutional context, has contributed, although in different ways, to a more 
profound understanding of the teachers' practices and the cognitive process 
that underlie their decisions. Thus the theoretical foundations discussed in this 
chapter will help make sense of the methodological procedures adopted for 
this study and which are presented in the following chapter. 
The above review of literature has also identified specific issues where current 
empirical understandings are lacking. It is thus clear that evidence of how 
language teachers use materials and the factors that influence their decisions 
is limited, and an awareness of this gap informs the research questions which 
are presented in the next chapter. 
47 
CHAPTER 4: METHODOLOGY 
Introduction 
This chapter presents the research methodology for this study. Starting with 
the rationale for adopting a mixed methods approach, the chapter then 
discusses in detail the purpose for carrying out the study and the methods by 
which it was conducted, and finally explains the processes that were followed 
in analysing the data. 
4.1 Research approach 
This study has been designed on the basis of a mixed methods approach - a 
'combination of qualitative and quantitative methods within a single research 
project' (Dornyei, 2007:44). The decision to choose a mixed methods 
approach was informed by my goal to study the use of materials not only by all 
staff on a SA EL T programme (this required a quantitative approach) but also 
in more detail with a sub-set of teachers from the programme. For this reason, 
a qualitative approach was deemed more appropriate. 
The mixed methods research tradition has emerged as a separate orientation 
from qualitative and quantitative traditions during only the past two decades 
(Creswell, 2003). It is defined as: 
research in which the investigator collects and analyzes data, 
integrates the findings and draws inferences using both qualitative and 
quantitative approaches or methods in a single study or program of 
inquiry (Tashakkori & Creswell, 2007:4). 
Mixed methods research provides an opportunity for the methods involved in 
the collection of data to strengthen each other; furthermore, the use of a mixed 
methodology allows us to obtain data of a diverse nature that may enhance the 
researcher's view of the studied situation. In this study, the use of a mixed 
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methods design reflects an attempt to secure an in-depth understanding of the 
situation under study (Denzin and Lincoln, 2005). 
Qualitative and quantitative research have traditionally been seen as 
conflicting traditions. However, it is increasingly being accepted that these 
methods are not totally incompatible and can work within a single project. 
Furthermore, they can support each other (Smith and Heshusius, 2006). 
4.1.1 Connections between quantitative and qualitative data 
The sequence in which data were obtained and analyzed was tactical. I started 
with a questionnaire to obtain a broad quantitative understanding of the beliefs 
held by LEMO staff about materials. The initial analysis of the questionnaire, 
informed the design of the second and third interviews, by highlighting issues 
regarding materials that staff had particular views about, issues which were 
explored in more detail through the interviews. Connections between the 
quantitative and qualitative data were also made in the analysis of interview 
and observation data, where issues raised by individual teachers, in explaining 
their practice vis-ell-vis materials, were compared to the staff questionnaire 
responses that as a whole provided on these same issues. 
4.1.2 Benefits and drawbacks 
Mixed methodology has become increasingly popular not only in social 
research but also in many other fields (Creswell, 2009). Abundant literature in 
the field of mixed methods research (Teddlie and Tashakkori, 2003; Smith and 
Heshusius, 2006; Buchanan, 2006; Bryman, 2008; Dornyei, 2007; Teddlie and 
Tashakkori, 2009) has suggested benefits and drawbacks of this research 
tradition. Dornyei (2007:45-46), for example, suggests the following 
advantages of mixed methods research: 1) It augments the strengths while 
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eliminating the weaknesses; 2) It increases validity; and 3) It allows for 
stronger inferences. For instance, considering the combination of 
questionnaires and semi-structured interviews used in this study, 'one type of 
data gives greater breadth, whereas the other provides greater depth; together 
it is hoped that they yield results from which one can make better inferences' 
(Teddlie and Tashakkori, 2009:35). 
On the other hand, drawbacks may include: 1) challenges arising due to the 
researcher's insufficient experience in using the distinct methods and 2) 
problems arising from the implementation of mixed methods research when 
only one of the two traditions would have been more viable. 
Creswell (2003:211) maintains there are various mixed methods approaches 
available, thus researchers need to decide on the following four key points 
when selecting a mixed methods strategy: 1) The Implementation sequence of 
the quantitative and qualitative data collection; 2) The Priority given to the 
quantitative and qualitative data collection and analysis; 3) The Stage in the 
research in which quantitative and qualitative data and findings will be 
integrated; and 4) The Theoretical perspective, if any is to be used in the study 
(e.g., gender, race, class, ethnicity, lifestyle). 
In choosing the particular mixed methods design for this study, I weighed up a 
number of factors, such as the potential number of participants, the type and 
amount of data, as well as the sequence in which quantitative and qualitative 
data would be collected and analyzed. 
What is worth noting here is that this is mainly a qualitative investigation, since 
both qualitative and quantitative methods are not equally distributed 
throughout the research. The quantitative aspect of the study, however, 
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provides a valuable insight into teachers' beliefs and their reported practices in 
using materials across the programme under investigation. 
Creswell (2003) has identified six major strategies (although there may be 
more) for choosing a particular mixed methods design. Although none of his 
strategies exactly matches that which has been followed in this study, the 
'sequential exploratory design' (Creswell, 2003:213) shown in (Figure 4.1) is 
the most similar to the strategy I drew on in designing this study. 
In Creswell's design, (Figure 4.1) greater priority is given to the quantitative 
approach, whereas the quantitative and qualitative phases are carried out 
independently to each other. 
1 QUANT 1-----. I qual 
QUANT QUANT Qual Qual Interpretation 
Data --.. ~ Data Analysis---' Data --+ Data Analysis -. of Entire Analysis 
Collection Collection 
Figure 4.1 Sequential exploratory design Source: Creswell (2003:213) 
In contrast to Creswell's design, in this study greater emphasis is given to the 
qualitative approach. The strategy followed in this study is illustrated in Figure 
4.2. The sequence of phases (indicated by left-to-right arrows) in this study 
shows (Figure 4.2) the collection of questionnaire data as the initial phase. The 
second phase shows an (initial) analysis of questionnaire data and the 
collection of qualitative data (interviews and observations), which took place 
within the same phase. 
quant 1+ I QUAL 
quant quant + QUAL quant + QUAL Interpretation 
Data • Data Data ~ Data Data ---+ of Entire 
Collection Analysis Collection Analysis Analysis Analysis 
(initial) (in-depth) 
Figure 4.2. Sequential strategy in this study 
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Similarly, in the third phase, a second in-depth analysis of questionnaire data 
and the analysis of qualitative data were carried out. In this third phase I 
decided to analyse the questionnaire data first, so that I could get insight into 
teachers' use of materials across the faculty before focusing on the analysis of 
qualitative data. The final stage shows how both quantitative and qualitative 
findings were integrated in order to obtain the final results. 
4.2 Research questions 
For the design of the research questions, I selected key issues that provided 
an actual insight into teachers' use of materials on the SA EL T under study. 
Therefore, I addressed first a main research question, followed by five specific 
research questions. 
Main question: 
What are the cognitive and contextual factors that underlie the teachers' 
use of instructional materials (mainly, but not exclusively the textbook) on a 
BA EL T at a Mexican university? 
Specific questions: 
1. How does methodology of the textbook influence the teachers' 
practices? 
2. What are the cognitions underlying the teachers' use flack of use of 
textbooks? 
3. What are the rationales behind teachers' use of materials other than 
textbooks? 
4. How do contextual factors influence the teachers' use of EL T materials? 
5. With reference to the above questions, are there any variations in the 
practices and cognitions between more and less experienced teachers? 
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Punch (1998) distinguishes between two types of research questions - general 
and specific. General questions are of primary importance in a research project 
since 'they guide our thinking and are of great value in organizing the project' 
(Punch, 1998:34). They are, however, still too general to be answered. 
Specific questions, in contrast, determine practical procedures and guide the 
investigation's course of action, and are the questions which are actually 
answered by the study (Punch, 1998). Bryman (2008:33) asserts that to be 
effective, research questions should 'be clear, researchable, connected with 
established theory and research, be linked to each other, have potential for 
making a contribution to knowledge and be neither to broad nor too narrow'. 
Additionally, Punch (1998:38) asserts that research questions have five main 
functions within a research project: 
• They organize the project, and give it direction and coherence. 
• They delimit the project, showing its boundaries 
• They keep the researcher focused during the project. 
• They provide a framework for writing up the project. 
• They point to the data that will be needed 
With the objectives clearly outlined, I then determined the context where the 
study would take place. 
4.3 Context and gatekeepers 
In this section, I discuss a number of the practical challenges that I faced in 
the research context and coping with the gatekeepers. According to Oliver 
(2003), a gatekeeper is the person responsible for the place where research is 
to be carried out, and whose consent is key to gain access to research 
resources such as classrooms, laboratories, libraries and leT equipment. 
There may be other categories of resources, for instance teachers' and 
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students files, institutional reports, and other official documents. 
In order to get access to the institution's resources, I needed to go through a 
number of offices, starting with the Director of the faculty, who granted me 
access to the various departments of the faculty. Then, other subordinate 
heads of departments also gave, in turn, their consent for me to access their 
areas of responsibility. Furthermore, I was required to obtain the written 
consent of each of the participants before gaining access to their classrooms. 
The process of seeking consent from a chain of authorities is usual in most 
educational institutions in Mexico, where head teachers or heads of 
department are usually reluctant to allow researchers access to the institution's 
facilities. This unhelpful attitude might be based on what Oliver (2003:39) calls 
a 'conflict', which comes up when the researcher is: 
perceived as someone who wants to carry out the research at all costs, 
while the gatekeeper might be seen as fundamentally concerned with 
protecting the institution. 
While my experience in collecting data for this study was not one that I would 
describe as tough or as having been typified by conflict, but did I perceive a 
lack of interest from some department heads, and also from some teachers. In 
this regard, it is worth noting that very few studies have been carried out within 
the faculty, due to the reluctance of most teachers to be involved in research 
projects. 
4.4 Sampling 
I decided to work with two groups of participants. The first group (Sample 1) 
consisted of the language teaching staff. The second group (Sample 2), which 
was a sub-section of the LEMO staff, involved the six language teachers who 
contributed to the qualitative phase of the study. 
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4.4.1 Sample One 
This first group of participants was composed of all the English language 
teachers in the LEMO (BA EL T). It should be noted that, for the quantitative 
part of the study, sampling was straightforward, as the population was small 
enough to allow me involve everyone - in a sense, these participants were not 
sampled. I decided to involve all the English language teachers because I felt 
that, as a group, they would help me address the research questions. 
Furthermore, taken as a whole, their opinions would help gain insight into 
teachers' use of materials across the LEMO, since they were the only teachers 
drawing on textbooks and a range of instructional materials in most of their 
lessons. Their beliefs and reported practices regarding the use of materials 
were elicited through a questionnaire. Of the 42 teachers invited to complete 
the questionnaire, 39 did so, a figure which represented 92 % of the staff. 
4.4.2 Sample two 
A sub-set of six language teachers from Sample 1 was chosen as Sample 2, 
and which consisted of three less experienced LETs and three more 
experienced teachers METs. Given the wide range of experience represented 
by the teachers on the BA EL T (from just a few to over 25 years of 
experience), 10 years was taken as a defining measure of experience here. 
Thus, in this study, less experienced teachers were defined as those who had 
been teaching for no more than 10 years, while more experienced teachers 
were defined as those who had been doing so for over 10 years. 
To recruit the six participants, I followed a criterion called 'purposive sampling' 
which, according to Bryman (2008:333-334) is: 
essentially strategic and entails an attempt to establish a good 
correspondence between research questions and sampling. In other 
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words, the researcher samples on the basis of wanting to interview 
people who are relevant to the research questions. 
Thus, I looked for individuals in whom the processes being studied were most 
likely to occur (Denzin and Lincoln, 1994). 
Given the total number of the staff working on the SA EL T, the volume of data 
each case would generate (details below) and the time available for the 
fieldwork to be completed, a sample of six teachers was chosen for the 
qualitative phase of the study. In this regard, Patton (as cited in Teddie and 
Teshakkori, 2009: 182) claims 'there are no rules for sample size in qualitative 
inquiry'. 
The six teachers were also chosen because their profile suited the aims of this 
research, especially in terms of their years of experience, their area of teaching 
speciality, and issues of accessibility and their willingness to be, for instance, 
observed in their classrooms and interviewed after class. Overall, these 
teachers and their teaching contexts offered conditions suitable to the carrying 
out of the qualitative phase of the study. 
Having determined the number of participants the study would focus on, and 
having identified the potential participants, I contacted six teachers whose 
profiles were ideal for the study. These teachers were contacted several weeks 
prior the collection of data through the internet, and they agreed to partiCipate 
as long as they had been allocated language courses. I also recruited a few 
other participants in case any of the original six withdrew. 
Even though participants were recruited well in advance, I came across an 
unexpected challenge a few days before the beginning of the courses under 
investigation. I was informed that only two of my more experienced recruited 
teachers had been allocated language courses in the term due to be studied. I 
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was also aware that none of my auxiliary recruited teachers had been 
allocated a language course. This was a situation that forced me to look for 
further participants among the teachers who had been allocated language 
courses, whose profiles I checked, and from which I identified four teachers 
whose characteristics suited the requirements of the study. After having invited 
them to join the study, and explained to them both the aims of the project and 
what was expected from them, they agreed to participate. 
4.5 Data collection 
Data collection took place over a ten-week period, during which time I drew on 
three research strategies: a questionnaire which was administered to the 
language teaching staff (Sample 1) during the two weeks prior to the beginning 
of the term due to be studied. Three semi-structured interviews and four 
classroom observations were carried out with teachers from sample 2 over a 
period of eight weeks. The qualitative data collection phase is shown in Table 
4.1. 
Table 4. 1Shdl d II c e ue ata co ectlon sample two 
Week Week Week Week Week Week Week Week 
Teachers One Two Three Four Five Six Seven Eight 
01,02 
ME1 11 03 13 
& 12 
01,02 
LE1 11 03 13 
&12 
01,02 
ME2 11 03 13 
& 12 
01,02 
LE2 11 03 13 
&12 
01.02 
LE3 11 03 13 
&12 
01.02 
ME3 11 03 13 
&12 
1= Interview; 0= Observation. ME- More expenenced; LE= Less experienced 
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The table shows how qualitative data were collected over the eight weeks of 
the summer term. On average, data collection lasted three weeks with each 
participant, and in most cases data were collected from two or three 
participants within the same week. It is worth noting that the collection of 
quantitative data was completed before commencing to collect interview and 
observation data. 
4.6 Quantitative data collection 
Quantitative data were collected by means of a questionnaire. The aims of 
drawing on a questionnaire were: 1) to get an insight into the English teachers' 
use of materials across the LEMO; 2) to obtain initial information on which 
interviews 2 and 3 could be designed; and 3) to generate survey information 
that would assist in the interpretation of qualitative data. 
An initial and quick review of survey data was carried out as questionnaires 
were being collected, which allowed me to identify issues that I wanted to 
examine in the interviews. For instance, before collecting teachers' views 
about textbooks through the interviews, I was already aware of the staff's 
perceptions about textbooks. Furthermore, I was able to identify key issues 
from the questionnaires completed by Sample 2, so I got some insights into 
their opinions in relation to the use of materials before exploring this issue in 
the interviews and the classroom observations- I discuss this further in the 
subsequent chapters- so once the collection of quantitative and qualitative 
data was completed, a more in depth analysis of survey data was carried out. 
Chapter 5 is devoted to the analysis of questionnaire data. 
4.6.1 Questionnaire design 
The questionnaire was composed of 30 close-ended items (Appendix 1), 16 of 
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which drew on a Likert scale (sections 4 and 5). The items were grouped into 
six sections focused on specific targets: 
• Section 1: Experience in Language teaching 
• Section 2: Instructional Materials 
• Section 3: Use of Instructional Materials 
• Section 4: Textbook use 
• Section 5: Contextual factors and EL T materials 
• Section 6: Further participation 
The issues examined in the questionnaire were suggested by similar studies in 
the field of EL T materials (Zacharias, 2004; McGrath, 2002; Gray, 2000) and 
by issues relating to the use of instructional materials that I had identified over 
my years of working as a language teacher in the research context. 
Some key features that guided the design of the questionnaire include layout, 
appearance, accurate instructions, order and categorization of questions, 
sensitivity to particular topics, validity and reliability (Dornyei, 2003). To keep 
the questionnaire within the required standards, I followed some guidelines on 
questionnaire design taken from EL T literature. I also revised a few similar 
tests which had been implemented in other studies, and piloted the 
questionnaire in order to get feedback on it. This was a process which began 
in the UK, where the instrument was first designed and initially piloted, and 
completed in the research context itself, where the piloting phase was 
completed. Later, I will return to a discussion on the piloting phase. 
Williams (2003:249) asserts that 'a questionnaire can be said to be 'valid if it 
examines the full scope of the research question in a balanced way (e.g. it 
measures what it aims to measure)'. 
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Two key features that shape effective questionnaires, and which were a 
concern in designing the questionnaire for this study, are content and length, in 
other words questionnaires should only ask questions which are relevant to the 
study and should be no longer than necessary (Denscombe, 1998). In this 
respect the questionnaire used in this study was brief, and it took no more than 
20 minutes to be answered. 
In attempting to capture the opinions of over 40 teachers, I found out that a 
questionnaire was the best option. It was flexible in several ways, as in for 
example, that it could 'be used successfully with a variety of people in a variety 
of situations targeting a variety of topics' (DOrnyei, 2003:10). I also learned that 
questionnaires have become common in exploring teachers' beliefs, attitudes 
and values, as Borg has noted (2006:174): 
questionnaires continue to be a strong feature of research on language 
teacher cognition. They allow large amounts of data to be collected 
quickly, economically and without significant effort on the researcher's 
part. 
I was also aware of some limitations of research questionnaires for example: 
responses may result in rather superficial data; some items may not be 
answered; for some respondents in certain contexts, a questionnaire might 
appear intimidating, and questionnaires do not always elicit the respondents' 
actual beliefs or opinions (Denscombe, 1998). 
4.6.2 Questionnaire piloting 
In order to enhance the quality of the instrument (DOrnyei, 2003), the 
questionnaire was piloted, prior to its use in the research context among 
individuals with similar features to the population being researched (Williams, 
2003). Hard copies of the questionnaire were distributed among a group of 
university teachers from eight different countries studying at the university of 
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Warwick in the UK. Their feedback was crucial to the improvement of the 
design, layout, content and clarity of the questionnaire. For example, in the 
introduction to the questionnaire, I used the term 'instructional materials' (see 
Appendix 1). Most of the teachers who piloted the instrument reported being 
uncertain about the meaning of the term 'instructional materials' as used 
throughout the questionnaire. To avoid such confusion, I added a note to the 
end of the introductory paragraph, explaining what the term specifically 
referred to in the questionnaire. 
Later, once I was re-established in the research context and ready to begin the 
data gathering stage, another five Mexican teachers also piloted the 
questionnaire. While these teachers did not participate in the study, they knew 
the research context very well since they had worked for several years as 
language teachers in the LEMO, although they had stopped teaching English 
language courses few years earlier. Feedback from these teachers, who were 
very familiar with the context, the courses and the teachers being studied, was 
valuable and helped make the questionnaire clearer for the participants. 
Another example is item 2.3, in Section 2. Teachers suggested that the options 
were rather vague, so after their feedback I added a brief explanation to each 
option, clarifying precisely what it referred to. 
4.6.3 Questionnaire administration 
The questionnaire was administered to 42 teachers in charge of the English 
language courses, wherein a hard copy was delivered in person to every 
colleague involved. The head of the BA EL T programme provided information 
about the language teachers' rooms and schedules, and this information 
helped me find all the teachers in their cubicles or classrooms. Surveying the 
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language teachers entailed some challenges, due to variations in the teachers' 
schedules and shifts; nonetheless, I managed to survey almost all the intended 
participants. Most of the 42 questionnaires were returned (92%) completed. In 
most cases, I agreed a date and time when I would collect the completed 
questionnaires, and the majority of teachers co-operated. In very few cases, I 
needed to send reminders. In general, most teachers responded to and 
returned the questionnaires promptly. 
Later in this chapter, during the discussion of the procedures used to carry out 
the data analysis, I will describe the steps I followed in analyzing the 
questionnaire data, while in Chapter 5 I will give an account of the findings of 
these data. 
4.7 Qualitative phase 
The collection of qualitative data focused on the small sample of six 
participants (Sample 2) and lasted three weeks in each case. This phase 
began about a week after the implementation of the questionnaire. Interview 
and observation data were collected individually and a similar procedure was 
followed with each participant (see Table 4.1). 
In all cases, participants decided when they wanted to be interviewed and 
observed, based on their availability and lesson schedules. Thus, having 
agreed specific dates and times for the interviews and classroom observations, 
I began the collection of data. 
4.7.1 Interview procedures 
Each teacher was interviewed once a week, for three weeks. The intention of 
spreading the interviews over the three weeks allocated to each participant 
was to get a broad picture of the situation being studied. In other words, the 
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three interviews attempted to capture key issues relating to the teachers' use 
of materials in three different moments. 
The first interview aimed to obtain background information about the teachers, 
and also served to establish rapport between the interviewer and the 
interviewees. It also presented an opportunity to introduce the participants to 
the project by stating the goals and rationale behind the study. This initial 
interview lasted 20 minutes on average. Since I was certain of most of the 
issues I expected to examine in the initial interview, I drew on a previously 
designed schedule; thus, this was the only interview I actually piloted. The 
other two interview schedules (2 & 3) were designed and implemented during 
the qualitative phase, and were not, therefore, piloted. 
A second more focused and in-depth interview was based on relevant issues 
emerging from both the first interview and the observed lessons (see Appendix 
2 for an example of an interview schedule). This interview helped collect 
valuable data closely related to the teachers' implementation of materials, and 
provided a picture both of the teachers' strategies and challenges they 
experienced in relation to the use of materials in their lessons. This interview 
lasted one hour on average. 
A third interview took place once the observations with each participant were 
finished. This last interview aimed to explore, in depth, relevant issues 
emerging from the four observations and the first two interviews. This closing 
interview was also an opportunity to hear the teachers' reflections about their 
teaching and their use of materials. This interview lasted between 60- 80 
minutes. In general the interviews went smoothly and without interruptions. 
Among the various kinds of existing research interview models, I found that the 
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semi-structured interview offered more advantages for the collection of the 
data I needed for the study. This type of interview is one of the most common 
strategies of data collection in qualitative research (Kvale, 2007) and is used 
extensively in educational research (Borg, 2006). It is described as a 
conversation in which the interviewer can examine real experiences and 
rebuild relevant events in which he did not take part (Rubin & Rubin, 2005). 
The term semi-structured interview typically refers to a flexible type of 
interview, that allows the conversation 'a certain amount of freedom in terms of 
the direction it takes, and respondents are also encouraged to talk in an open 
manner about the topics under discussion or any other matters they feel are 
relevant' (Borg, 2006:203). This type of interview is normally guided by an 
interview schedule, in which the interviewer is able to modify the order and 
structure of the questions (Bryman, 2008). Rubin and Rubin (2005:35) assert 
that this kind of interviewing provides: 
a solid, deep understanding of what is being studied, rather than 
breadth. Depth is achieved by going after context; dealing with the 
complexity of multiple, overlapping and sometimes conflicting themes; 
paying attention to the specifics of meanings, situations and history. 
To get that depth, the researcher has to follow up, asking more 
questions about what he or she initially heard. 
Much of the effectiveness of this type of interview, however, rests on the 
interviewer's skills, which can make a substantial difference in the interviewer-
interviewee interaction. Conducting the interview therefore requires the 
application of interview techniques by the interviewer in order to move forward 
through the various stages of the interview and achieve the interview 
objectives. These techniques include: 1) Follow up, which refers to a simple 
encouragement to continue the conversation; and 2) Probe or elicit further 
information: 'the most straightforward method is by direct invitation to add more 
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detail' (Richards, 2003: 56). 
In reviewing several studies in qualitative research, Borg (2006:203) identified 
a number of advantages of using semi-structured interviews, for instance: 
'1) enable the researcher to develop a relationship and establish rapport with 
the participant and 2) allow the researcher to explore tacit and unobservable 
aspects of the participants' lives'. 
To administer semi-structured interviews, Gillham (2000:37) suggests having a 
simple interview plan comprising four main stages: '1) the Introductory phase; 
2) the opening development of the interview; 3) the central core of the 
interview; and 4) bringing the interview to a close, both socially and in terms of 
content'. These four steps were followed in all the interviews that I carried out 
in the study. 
4.7.2 Interview Piloting 
Having designed an interview schedule, and in anticipation of the 
implementation of the interview in the real research context, I piloted interview 
1. Earlier in this chapter, I noted how schedules for interviews 2 and 3 were 
designed in the research context during the data collection phase, and that, 
only the first interview was piloted. Knowing the relevance of testing the 
interview prior to its implementation in the real context, I interviewed two 
university language teachers from Korea, who studied at the University of 
Warwick. They provided feedback about such aspects as the design of the 
interview and potential strategies for eliciting information. For instance, one of 
the observations from one of the interviewees was in regard to the term 
'materials' that I drew on during the interviews, where she felt that the term 
was broad and rather ambiguous when I first used it. So in the real interviews, I 
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clarified the term prior to the interviews, and explained to the interviewees, 
what the term referred to in the context of this study. 
4.7.3 Interview recording 
Recording consisted of capturing interview data with the assistance of 
technology. I recorded 18 interviews, three with each participant. The 
interview data were organized and structured digitally in individual files, ready 
to be transcribed. According to Dornyei (2007:139), the process of recording 
semi-structured interviews is shaped by a 'technical and theoretical aspect'. 
The technical aspect is concerned with the proper working state of the 
equipment or technology used to record the interview, which is subject to 
failure and inaccuracy. The theoretical aspect deals with the limitations of the 
audio recording devices in the capture of non-verbal information such as the 
interviewee's gestures, facial expressions as well as other contextual clues 
(Dornyei, 2007). 
4.8 Classroom observations 
Along with interviews, classroom observations were carried out within the 
qualitative stage (see Figure 4.2). Observations and field notes were key in 
gaining an understanding of the teachers' use of materials, and also supported 
the interview design. In all the six cases, the participants and I agreed on four, 
two-hour observations. It is important to note that as lessons were four hours 
long, the observations consisted of half of the lessons, and that in most cases 
the first half of the lessons were observed. 
An advantage I found of working in this research context was that classrooms 
were not large (Le. designed for no more than 20 learners), and thus in 
practice the target (the observed teacher) was clearly observable from any 
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angle in the classrooms. Whenever possible, I collected copies of the materials 
used by the teachers and students during their lessons. I decided to utilize 
unstructured observation because it is flexible and does not focus on very 
particular or personal issues (such as the use of the target language, which for 
a non-native speaker of English may be embarrassing) but instead enabled me 
to examine the use of instructional materials generally, reducing the possibility 
of making the participant feel embarrassed. 
According to Adler and Adler (1994:389), observation is acknowledged as 'the 
fundamental basis of all research methods', even when not acknowledged 
explicitly as a research strategy. In exploring the limitations of this method, 
Huberman and Miles (1994:430) affirm that only a 'portion of the raw 
experience can be captured' through each observation. 
Observation has traditionally been thought of in relation to ethnographic 
studies and has been widely applied in both language education research and 
the social sciences. Although the subject under observation does not have to 
modify his usual routine when being observed, this method does require the 
cooperation of the observee (Dornyei, 2007). A main feature of this method is 
its intrusive nature, one which may create an environment of discomfort and 
embarrassment (Flick, 2007), which may influence the participants' behaviour. 
Bryman (2008:167) identifies various types of observation that include 
'participant observation, non participant observation, structured observation, 
unstructured observation and simple observation', classifications which are 
often distinguished by the nature and degree of involvement of the observer in 
the research context. 
Dornyei (2007:179) notes that in contrast to structured observation, which is 
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more focused on specific observation categories, unstructured observation: 
is less clear on what is looking for and the researcher needs to observe 
first what is taking place before deciding on its significance. 
A major characteristic of unstructured observation is that it does not follow an 
observation schedule. In a sense, this type of observation aims to make a 
detailed description of events or behaviours occurring in a particular context 
(Bryman, 2008). In this study therefore, the observations were generally 
focused on the use of materials, and concentrated on different targets, 
depending on which instructional materials were the most important in each 
observed lesson (i.e. the textbook, handouts). 
4.8.1 Field notes 
During the observed lessons, I took field notes, through which I attempted to 
capture relevant events in relation to the use of materials (Le. teacher's lack of 
use of textbook; use of complementary material) or the behaviour of 
individuals during the observed lessons (Creswell, 2003). These field notes 
(see example Appendix 3) were supplemented with audio recordings which 
allowed me to capture episodes in which teaching practices relevant to the 
purposes of this study were observed. The field notes and the class recordings 
were organized individually, where the field notes were kept in folders, and the 
recordings stored digitally. Field notes helped me reconstruct, in detail, 
specific episodes from the observed lessons in order to illustrate the teachers' 
use of materials (these are presented in the following chapters). 
Writing about effective note taking, Bryman (2008:306) states that: '1) [it] 
should be written briefly and as quickly as possible after hearing or seeing 
something interesting; 2) the researcher should write up full field notes at the 
end of the day providing more detail; 3) notes should be vivid and clear; and 4) 
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• 
notes should be copious'. 
4.9 Data analysis 
Once all quantitative and qualitative data were collected, I began the analysis 
phase. I remind the reader that I had already carried out an initial and brief 
analysis of the questionnaire data prior the collection of qualitative data. For 
the phase of in-depth analysis, I decided to analyze the questionnaire data 
first, as doing so would allow me build up a macro picture of the teachers' use 
of materials. 
4.9.1 Questionnaire data analysis 
Earlier in this chapter, I pointed out that one of the aims of the questionnaire 
was to use the data to inform the design of the interview, that is, the 
information provided by the teaching staff through the questionnaire was 
intended to help identify issues that would aid in the design of the interview 
schedules. Thus, a brief initial analysis of the questionnaires provided insights 
into teachers' views about their use of materials in the SA EL T, and informed 
the design of the second and third interviews. 
A second in-depth analysis of questionnaire data was carried out when the 
data collection phase was finished in entirety. To analyse the numerical data, I 
drew on SPSS 18. 
An initial step in using this statistical package was to identify what kind of data 
I was dealing with. I concluded that my data were mainly nominal and ordinal. 
As a second step was to convert the raw data into statistics, I coded the 
nominal and ordinal data. The coding nominal data is achieved by assigning 
numbers instead of names to certain category groups, the numbers 
themselves are arbitrary and have no particular meaning (i.e. age: 1 = less than 
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25; 2= 26-35; 3= 36-44; 4= 45 and above ). Similarly, I coded ordinal data, 
which involves assigning numbers to indicate the ordering of particular 
categories, which in this data set were mainly items drawing on the Likert scale 
(Le. 5=strongly agree, 4=agree; 3=unsure). Thus, given the size of Sample 1 
and the nature of my variables, I found the conditions conducive to performing 
descriptive statistics only (Le. frequency and percentages). 
Drawing on SPSS 18 data editor, I entered data, using abbreviations for each 
of the items (Le. years' experience = exp; main materials used in class=mmat). 
Once all questionnaire data were entered into SPSS's data editor, I performed 
the analyses outlined above. Later in the following chapter, I report the findings 
emerging from my quantitative data analysis. 
4.9.2 Interview and observation data analysis 
A first task in the analysis of interview data was the transcription of spoken 
data into written text. Drawing on the audio recordings of the interviews, I 
transcribed every interview, a process which took over two months. The 
transcriptions of 18 interviews were carried out using NCH, which is a free 
transcription software (NCH, 2010), (see Appendix 4 for an example of an 
interview transcript). When the transcripts were finished, I organized them and 
placed them individually in folders, along with the interview guides, copies of 
materials used in the observed lessons, and field notes. 
For the purpose of this study, I organized the six teachers examined 
qualitatively into two groups; three less experienced teachers (LETs), who are 
individually referred as LE1, LE2 and LE3, and three more experienced 
teachers (METs), referred as ME1, ME2 and ME3. I began analyzing the LET 
data first. 
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Drawing on the interview transcripts, I began the interview analysis on an 
individual case by case basis, following the same procedure in all cases. 
First, from the transcripts of each case, I identified and highlighted key themes 
in relation to the research questions and other issues that I considered 
relevant (see Appendix 5, for an example of a transcript used in the analysis). 
The aim of identifying common themes across all the cases was to obtain a 
picture of the teachers' use of materials collectively rather than individually. 
Otherwise, I would have been left with six different individual cases, indicating 
a broad range of results and no relationships among them. I therefore looked 
for themes that were common to all six cases, taking the research questions as 
reference. 
When I finished highlighting the key themes from the transcripts, I began the 
writing up phase, drawing on the quotations that I had initially highlighted in the 
transcripts, and using the field notes and questionnaire findings to clarify and 
make sense of particular episodes or events identified during the observed 
lessonS. It is important to note that findings from the questionnaire were used 
in most cases to help understand the use of materials by the teaching staff as 
an academic body. 
I worked on a first draft of the qualitative data analysis, after which I decided to 
devote one chapter to LETs (Chapter 7) and one to METs (Chapter. 8). 
As I went through the analysis of interview data I identified a number of 
unexpected themes that emerged from all the participants' interviews, some of 
which provided key information about the teachers' use of materials. After 
weighing up the relevance of these unexpected themes, I decided that a few 
deserved to be considered in the study. I thus selected six key themes - that 
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related to the research questions and that emerged from all the participants' 
interviews. These themes helped me define the qualitative analysis phase, and 
helped shape the topics to be examined in the discussion chapter. In the 
qualitative analysis phase, I integrated most of the quantitative and qualitative 
data obtained in the study. In this regard Bazeley (2009) asserts that all mixed 
methods research implies some degree of integration. In this respect Woolley 
(2009:7) explains: 
quantitative and qualitative components can be considered 'integrated' 
to the extent that these components are explicitly related to each other 
within a single study and in such a way as to be mutually illuminating, 
thereby producing findings that are greater than the sum of the parts. 
The Integration of data therefore entails 'using more than one method or 
source of data in the study of social phenomena' (Bryman, 2008:274). 
Overall, the use of interviews and quantitative and qualitative data in this study 
enhanced the understanding of the phenomenon being researched, and 
provided both an individual and collective view of the teachers' use of 
materials. 
4.10 Research ethics 
An issue of major importance associated with the participation or intervention 
of researchers within a research context and one that touches on very 
sensitive and private aspects of humanity is that which regards ethics. The 
concept of research ethics specifically refers to the professional, institutional 
and government standards that are used in the conduct of research with 
human participants. 
The ethical principles that regulated this study were first approved by the 
University of Leeds Ethics Committee, where most of this study was 
developed, and were then approved by authorities at the BUAP, who were 
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informed about the nature of intervention and interaction I was to have with the 
teachers participating in the study. Some of the key information discussed 
related to: the instruments to be used for the collection of data; the 
administration of such instruments, with particular emphasis paid to the 
procedures to be followed in processing and protecting the data obtained. In 
this regard, it should be noted that before starting the data collection, I 
obtained written consent from each of the six participants who were to be 
studied qualitatively, as stipulated by the University of Leeds (see Appendix 6). 
In the view of Denscombe (2002:174), 'the notion of ethics is closely linked to 
the idea of morality', and that in educational research, embracing a code of 
ethics as part of a research project is not only important but necessary 
(Denscombe, 1998). Punch (1998) notes that research ethics is more sensitive 
in qualitative studies, because it more fully explores the boundaries of people's 
privacy than in quantitative studies. Flick (2007: 124) explains the most notable 
impact of ethics in research as follows: 
Any form of research is an intervention that disturbs, influences or even 
changes the context in which the study is done. Interviewees are 
confronted with sometimes disturbing questions, routines of daily life or 
professional work are disrupted, and in evaluation research, for 
example, its results often aim at changing professional or institutional 
routines. Such an intervention has a specific ethical dimension to it. 
The question of research ethics is indeed an issue closely associated to 
research practice. According to Cohen, Manion and Morrison (2007), ethical 
issues may emerge from each stage of the research process. They will emerge 
in such areas as the selection of the research topic, the research context, the 
participants, and the methods of data collection. Ethical questions also may 
arise during the data management stage or even during the dissemination of 
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outcomes. Flick (2007:123) suggests to follow a set of principles as an ethical 
guide when conducting research: 
• Autonomy - respecting the rights of individuals 
• Beneficence - doing good 
• Non-maleficence - not doing harm 
• Justice or equity 
Actually, most codes of ethics are based around the protection of the 
participants. 
With regard to the research context in this study, there is not an official code of 
ethics operating across the university (BUAP), which, nonetheless, did not 
reduce the relevance of this issue to this study. 
4.11 Criteria for Research Evaluation 
Of major concern in formal research is the question of what criteria are used to 
asses quality. Borg (2004: 1) suggests the following key aspects to weigh up 
research quality: scope of the proposal, design, structure and value, where 
each one covers a particular aspect of the research project: 
• Focus of research - quality in topic and substance of conclusions 
• Conduct of research - quality of methodology 
• Presentation of research - quality of reporting 
• Utility of research - quality in informing policy and practice 
In this study, I strove to address the above criteria, in various ways and 
throughout the various stages of the investigation. Based on the criteria cited 
above, Table 4.2 illustrates the four key stages of this investigation and how 
standards of quality were achieved in each. 
In the left column, the table shows the four stages followed in the development 
of this study. The right side column illustrates the specific quality standards 
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followed in each of the stages of this project and also those which contributed, 
taken together, to establishing the credibility of this investigation. 
I 42 Q n t d d . thO t d Tabe ua Ity s an ar s In IS S U IY 
Stages of Quality criteria 
the study 
• Quality research topic (little research in the field) 
• Clear and full description of the research context 
Design of the • Selection of a specific research methodology (mixed 
Research methods) 
• Presentations of well defined research questions 
• Research accomplished within a timeline approved by the 
university of Leeds. 
• Ethics standards to conduct research with humans observed 
(institution and government) 
Conduct of • Implementation of various strategies for the collection of data 
Research • Piloting of instruments prior their implementation 
• Presentation of evidence (quantitative and qualitative data) 
(see appendices). 
• Triangulation (integration of quantitative & qualitative results) 
• My experience as a language teacher and as a member of 
the staff under study 
• Accurate and aligned to research questions 
Presentation • Clear presentation of results 
of Research • Structure } 
• Layout In accordance to university standards 
• Final presentation 
• Cautious conclusions and discussion of implications 
Utility of • Potential utility for the research context 
Research • Clear definition of strengths and weaknesses 
• Possible transferability to similar SA programs in Mexico and 
other similar programmes 
The four stages represent four moments in the development of this study as 
follows: 
• Design of the research. This planning stage mostly illustrates the 
decisions made prior the actual beginning of the project. 
• Conduct of Research. This stage features the actual development of the 
investigation, when all the components deemed in the planning stage 
came into practice. 
• Presentation of the research. This refers to the features that shape the 
study's conclusions. 
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• Utility of the research. This stage refers to the assessment undertaken 
once the study was finished of the value and contributions of the study 
to the area. 
Lincoln and Guba (1985) developed the concept of trustworthiness in their 
discussion of the quality standards and principles to which a piece of research 
should adhere. Table 4.2 shows the ways in which this study has attempted 
adhere to these criteria, by, for example, piloting the questionnaire and 
conducting the study in accordance with the university's own ethical standards. 
Mason (2003) proposes validity, reliability and generalizability as measures of 
research quality. From these, validity and reliability are perhaps the most 
dominant criteria in both qualitative and quantitative studies. 'Reliability is 
concerned with the question of whether the results of a study are repeatable, 
while validity is concerned with the integrity of the conclusions that are 
generated from a piece of research' (Bryman, 2008:28). Validity, reliability and 
generalizability are then quality standards closely related to the value of 
trustworthiness and which have all been used to shape this study (Table 4.2). 
In regard to the standard of 'generalizability', I prefer to use instead the 
standard 'transferability', which refers to situations and contexts where we feel 
or believe that our research findings are most likely to have application or be 
relevant (Lincoln and Guba, 1985). My intention was, therefore, to have 
achieved these measures throughout all the research phases that comprise 
this study. I am confident, therefore, that this study has achieved the standards 
of validity, reliability and transferability that would make this study trustworthy. 
4.12 Conclusion 
This chapter outlined and discussed the methodological structure of this 
project and provided details of the investigation. On this point it is worth 
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pondering the challenges of investigating in the field of teacher cognition, and 
the challenges of drawing on a mixed methods approach. 
Exploring the field of teacher cognition was challenging, and every phase of 
the study entailed particular challenges and drawbacks. I identified three 
especially challenging phases in the handling of data which were particularly 
critical in the process of carrying out of this study. The first was the data 
collection phase, which was shaped by the interaction between the researcher, 
the participants and the university authorities. The second and perhaps the 
most complex was the phase of analysis and interpretation of data, which 
involved the use of technology to process survey data and required me to work 
on several versions (drafts) of interview and observation data analysis. Finally, 
the integration of findings was also a challenging phase, especially since I had 
to draw out every relevant quantitative and qualitative conclusion emerging 
from the study to facilitate the final discussion of results. 
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CHAPTER 5: QUESTIONNAIRE FINDINGS 
Introduction 
In this chapter, I present the findings of the quantitative data obtained from 39 
questionnaires completed by teachers on the BA EL T programme in the 
Faculty of Languages at the BUAP. As explained in Chapter 4, these 
questionnaire data provide an overview of the teachers' beliefs and reported 
on their practices regarding the use of EL T materials. This overview provided a 
background for the more detailed qualitative analysis of six teachers which 
follows in the subsequent chapter. 
The questionnaire designed for this study was composed of 30 items and was 
organized into the following six sections: 1) Experience in language teaching; 
2) Instructional materials; 3) Use of instructional materials; 4) Textbook use; 5) 
Contextual factors and EL T materials; and 6) Further participation. The 
analysis below reports on each of the sections above in turn. 
5.1 Experience in language teaching 
The 39 respondents of the questionnaire represent 92.8 per cent of the 
language teachers in the department under investigation. Participants 
represented a range of ages distributed more or less equally across the three 
main ranges shown in Table 5.1. 
Table 5.1: Teachers' age 
Years N % 
less than 25 1 2.6 
25-35 12 30.8 
36-44 13 33.3 
more than 44 13 33.3 
Total 39 100.0 
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It is worth noting that in some tables, although percentages add up to 99.9 per 
cent, total indicates 100 percent due to rounding up. 
Table 5.2 below illustrates the teachers' experience teaching at the university. 
This shows that over 70 per cent of the sample had over 10 years' experience 
working at the university, suggesting that most of the teachers participating in 
this research were relatively experienced. This particular information was of 
value when the moment came to define my second sample. I realized that 
most of the teachers fell into the category of experienced, hence I decided to 
shape my qualitative sample on the criteria of less experienced teachers and 
more experienced teachers. 
Table 5.2: Experience teaching at university 
Years N % 
1·5 3 7.7 
6·10 8 20.5 
11·15 7 17.9 
16·20 8 20.5 
more than 20 13 33.3 
Total 39 100.0 
5.2 Instructional materials 
In Section 2 of the questionnaires, teachers were asked about their beliefs and 
reported practices regarding the use of instructional materials. Table 5.3 shows 
that over half of the respondents suggested that each teacher should be 
allowed to select the materials for his/her lessons, while 35.9 per cent thought 
the selection of materials should be the responsibility of the language teachers' 
academy. Therefore, almost 90 per cent of respondents suggested that 
teachers, individually or collectively, should select the materials for their 
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lessons. The issue of who should select the materials that teachers use in their 
lessons was particularly significant in this study, especially in the qualitative 
phase. So, in the following chapters, this issue will be brought back into 
discussion. 
Table 5.3: Who should select instructional materials 
N % 
myself 21 53.8 
the language teaching staff 14 35.9 
the faculty's coordinators 2 5.1 
other 2 5.1 
Total 39 100.0 
I also explored who, from the teachers' perspective, actually selected the 
materials in the research context, Table 5.4 shows that 48.7 per cent of 
teachers reported that they selected their instructional materials themselves, 
while 28.2 per cent said that this was undertaken by the language teaching 
academy. Thus, 76.9 per cent of teachers asserted that teachers, either 
individually or as a group, chose the materials they used in class. 
Table 5.4: Who actually selects instructional materials 
N % 
myself 19 48.7 
the language teaching staff 11 28.2 
the faculty's coordinators 6 15.4 
other 3 7.7 
Total 39 100.0 
My experience teaching in the research context suggests that teachers are not 
normally involved in the selection process of textbooks; therefore, the materials 
that they asserted were selected by themselves, very likely referred to 
materials other than textbooks. 
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Regarding to the most frequently used materials in class, Table 5.5 indicates 
that the vast majority of participants (79.4 per cent) said they drew on a range 
of materials. What is interesting is that only 17.9 per cent of respondents 
reported using the textbook as their main material, given that it is the official 
material and its use is compulsory at the faculty. 
Table 5.5: Most used materials in class 
N % 
internet-based 1 2.6 
text book-based 7 17.9 
authentic materials-based 7 17.9 
a balanced combination of two or 24 61.5 
more of the above 
Total 39 100.0 
I want to draw attention to the fact that teachers said that they used a 
combination of materials in their lessons, although this was not observable in 
their practices as examined in Chapters 6 and 7. What is also interesting is the 
fact that only one teacher reported using internet-based materials as his main 
material, even though classrooms at the LEMO are the best equipped across 
the university. Equipment in classrooms includes LCD projectors, TV screens, 
audio and video recorders and computers with internet. Such a lack of use of 
internet-based materials might have been caused by the teachers' lack of 
training in the exploitation of internet materials, or just a lack of interest in 
exploring other resources. 
The questionnaire also asked teachers about the extent to which teachers 
designed their own materials. Table 5.6 shows that almost 60 per cent of 
teachers reported using materials designed by themselves once a month, 
while 30.8 per cent said they never used them. This suggests that teachers 
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rely heavily on the official textbook and likely, on materials from the resource 
centre. Later, I will discuss the issue of materials provided by the resource 
centre. 
Table 5.6: Use of teacher designed materials 
never 
once a month 














Teachers were also asked how much freedom they had in the selection of 
materials. Table 5.7 shows that most of them (71.8 per cent) said that they had 
no freedom to use materials other than the textbook, with only a small 
percentage feeling that they had complete freedom. 
Table 5.7: Freedom to use materials other than the book in class 
N % 
no freedom 28 71.8 
little freedom 5 12.8 
some freedom 4 10.3 
a lot of freedom 1 2.6 
complete freedom 1 2.6 
Total 39 100.0 
These findings seem to contradict the outcomes from Table 5.4, where almost 
half of the teachers reported that they selected themselves the materials they 
used in their classrooms. This might suggest that even though some teachers 
felt free to use whatever materials in their classes, most of them felt 
constrained to using them in their practices. 
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5.3 Use of Instructional Materials 
Section 3 of the questionnaire asked the teachers how they drew on materials 
in their lessons. The first item explored the proportion of the lessons in which 
they used instructional materials; Figure 5.1 shows that almost 60 per cent of 
the teachers reported using materials for at least half of their lessons, and over 
20 per cent reported using them for most of their lessons. My experience 
teaching in the research context suggests that it is possible that teachers who 
reported using materials for about half of their lessons spent the other half of 
their lessons on skill practice, or focused on grammar material from the 
textbooks for the first part of the lesson, and then, devoted the rest of the 
lesson to work on grammar exercises they had generated themselves . 
• Most of the lesson 
About half of the 
lesson 
• A small part of the 
lesson 
Figure 5.1 Proportion of lessons based on materials 
The following chapters will shed light on the teachers' actual use of textbooks 
and will inform about how the teachers actually organize their class time. 
Another key issue examined in the questionnaire was the teachers' main 
reason for using materials in their lessons. Table 5.8 shows that the most 
highly rated reason (61.5 per cent) was for achieving course goals. Indicating 
that this was the teachers' primary concern. This issue will be examined further 
in Chapters 6 and 7. 
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Table 5.8: Teachers' reasons to use materials 
N % 
they help me to teach standard English as used 5 12.8 
by native speakers 
they assist me to improve my own language 2.6 
proficiency 
they help me achieve my course goals 24 61.5 
they give me security to face learners 3 7.7 
other 6 15.4 
Total 39 100.0 
The questionnaire also identified what teachers felt were the most useful 
materials for their learners. Teachers reported (Table 5.9) that they drew on a 
range of materials, the use of authentic material (41 percent) was reported as 
the most relevant to their lessons. It is interesting to note that only 12.8 percent 
thought that the textbook was the most relevant material for their learners. This 
perception about the official textbook was in fact reflected in the teachers' 
practices (see Chapters 6 and 7). It was also surprising that internet-based 
materials were seen as relevant by just 7.7 percent of teachers in a context 
where all the classrooms were equipped with computers with an internet 
connection. 
Table 5.9: Most relevant materials for learners 
materials on the internet 
textbooks 
ready-made visuals as charts, flashcards and pictures 
materials of any kind designed by the teacher 












The survey also examined the teachers' perceptions of how materials were 
useful for their students' learning (Table 5.10). 
Table 5.10: Value of instructional materials in language learning 
N % 
they help me to have students engaged in the 18 46.2 
lesson 
they help learners to be less dependent of the 
teacher 












The table shows that almost half of the teachers felt that materials helped them 
to engage learners in their lessons, whilst 38.5 per cent thought that materials 
help students to be more independent of the teacher. The views of the majority 
of respondents suggest that instructional materials were seen mostly as a tool 
for grabbing the students' attention. 
5.4 Textbook Use 
Given the relevance of textbooks in the language courses on the BA EL T, one 
section from the questionnaire was dedicated to exploring the utility of 
textbooks in the teachers' lessons. Items 14 to 21 examined a number of 
issues in relation to the value of textbooks by drawing on affirmative 
statements. Table 5.11 reveals that, except for the statement affirming that the 
textbooks satisfies the students' needs, most teachers agreed, although not 
strongly, with the statements affirming the textbook was a useful resource. 
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Table 5.11: Textbook's contribution to language lessons 
:0-<1> <1> ~ <1> 
-5;al - <1> 0) ... ~ ~ c:: c:: 0) :::J c:: ... ro 
o ro C) tJ) 0) 00) <1> 
... tJ) ro c:: « ... ro ~ U5iS tJ) ::> -is (/) 
Textbook helps achieve 0 5 4 25 5 3.77 
course objectives 0% 12.8% 10.3% 64.1% 12.8% 
Textbook helps finish course 1 8 5 22 3 3.46 
on time 2.6% 20.5% 12.8% 56.4% 7.7% 
Textbook activities satisfy 1 16 8 13 1 2.92 
students' needs 2.6% 41% 20.5% 33.3% 2.6% 
Textbook allows to allocate 1 5 7 23 3 3.56 
homework 2.6% 12.8% 17.9% 59% 7.7% 
Textbook allows to adapt 2 9 12 14 2 3.13 
course to students' needs 5.1% 23.1% 30.8% 35.9% 5.1% 
Textbook allows to move 0 3 2 30 4 3.90 
back and forward 0% 7.7% 5.1% 76.9% 10.3% 
Textbook allows to access 1 5 9 20 4 3.54 
to culture of target language 2.6% 12.8% 23.1% 51.3% 10.3% 
Textbook helps minimize 1 1 4 27 6 3.92 
cost of making other 2.6% 2.6% 10.3% 69.2% 15.4% 
materials 
In the context under investigation, textbook series are normally replaced every 
3-4 years. In this regard, teachers were asked their views about when 
textbooks should ideally be replaced. Table 5.12 shows that for the majority of 
teachers (56.4 per cent) textbooks should be replaced when learners suggest 
that they are no longer effective, whereas 33.3 per cent reported they should 
be replaced when the staff (represented by the language academy) consider it 
to be necessary. 
While in practice, learners have no voice in the selection of books, the 
teachers may have been expressing their perception of the views held by their 
students. For instance, as part of the teaching staff, teachers normally report 
when textbooks do not satisfy the syllabus or are not of interest to the learners, 
and in such cases coordinators might decide to replace the official book. 
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Table 5.12: When to replace text books 
N % 
when grammar content does not match 1 2.6 
the course syllabus 
when I consider it to be necessary 1 2.6 
when the language teaching staff consider 13 33.3 
it to be necessary 
when learners' feedback suggests the series 22 56.4 
is no longer effective 
Other 2 5.1 
Total 39 100.0 
The last question about textbooks asked teachers how often they 
complemented textbooks with other materials. Interestingly, Table 5.13 shows 
that 43.6 per cent never do so, and 51.3 per cent reported doing so only 
occasionally. These findings indicate that the majority of teachers feel that they 
rely heavily on the official textbook, which was observable in their teaching 
practices (see Chapters 6 and 7). These outcomes seem to contradict earlier 
responses from Table 5.5, where over 60 per cent of the teachers said they 
used a range of instructional materials to teach their lessons. Later in the 
following chapters, I will return to discuss this discrepancy. 











5.5 Contextual factors and use of Materials 
A final set of statements explored particular factors that, in the view of the 
teachers, could possibly have been influential in their use of instructional 
materials. The first statement investigated whether teachers were allowed to 
decide which materials to use in their lessons. 
Table 5.14 shows that most of the teachers (82.1 percent) disagreed with the 
statement that they had no choice in deciding which materials to use, which 
may suggest that they did have some choice. 
Table 5.14 I have no choice in deciding which materials to use 
N % 
strongly disagree 9 23.1 
Disagree 23 59.0 
Unsure 2 5.1 
Agree 3 7.7 
strongly agree 2 5.1 
Total 39 100.0 
However, earlier in table 5.7, the majority of teachers indicated that they had 
no freedom to use materials of their choice, which is a contradiction. This is not 
the first discrepancy identified in the teachers' opinions. Most of these 
contradictions will be discussed further in the following chapters. 
Teachers were also asked whether they were allowed to use any materials as 
long as they achieved their course goals. Table 5.15 shows that 35.9 per cent 
agreed and 28.2 per cent agreed strongly that they are permitted to use 
whatever materials they needed. This suggests that most teachers (64.1 per 
cent) in this context feel free to use whatever materials they need. 
Again, in their responses on this topic, teachers confirmed that they were 
permitted to incorporate whatever materials they wished in their teaching, 
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which contradicts the situation reported in Table 5.7, where the majority 
asserted they had no freedom in their use of materials. 
My experience of teaching on the SA ELT language courses suggests that, 
although textbooks are the officially prescribed materials for the language 
courses, in actual practice teachers draw on whatever materials they choose, 
since the institutions have no mechanisms to monitor the teachers' use of 
materials. This issue regarding teachers' freedom to incorporate materials of 
their choice into their lessons will be discussed further when I present the 
qualitative data from this study. 
Table 5.15 Consent to use any materials 
N % 
strongly disagree 4 10.3 
Disagree 6 15.4 
Unsure 4 10.3 
Agree 14 35.9 
strongly agree 11 28.2 
Total 39 100.0 
Since most language teachers follow a textbook-based syllabus, they were 
asked whether the length of the language courses suited the textbook 
objectives. Table 5.16 shows an interesting range of perceptions and a relative 
balance between those who agree (43.6 per cent) and those who disagree 
(35.9 per cent). Such diversity of opinions can be determined by a number of 
factors for instance the fact that teachers used different materials at different 
levels (Le. beginner, intermediate, advanced) and different text sets from levels 
6-8 (Le. Headway, Interactions, North Star) caused them to develop a range 
of opinions about the particular textbooks they were using in the summer term. 
Also, the fact that terms are of different lengths (Le. the summer term featured 
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in this study was only six weeks long) and that teachers used particular 
methods and approaches to both teach their lessons and use the textbooks 
may also have influenced how long it took teachers to complete the prescribed 
textbook. 
Table 5.16: Course length fits textbook goals 
N % 
strongly disagree 3 7.7 
disagree 11 28.2 
unsure 8 20.5 
agree 14 35.9 
strongly agree 3 7.7 
Total 39 100.0 
In the research being studied here, students often use poor quality 
photocopied versions of the textbook, instead of the original text, and so 
teachers were asked whether the students' use of poorly photocopied 
materials affected their teaching. Table 5.17 shows an interesting contrast of 
opinions between those who agreed (38.5 per cent) and those who disagreed 
(46.1 per cent) with this statement. This divergence of opinions can be related 
to the teachers' personal approaches to using the textbook. Some teachers 
may rely more and some less on the illustrations (which are often unclear 
when photocopied). Some teachers, in contrast, provide abundant photocopied 
handouts to support the textbook, so in those cases, the students' photocopied 
version of the textbook may not be a problem. 
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Table 5.17 Poor quality copied material influences teaching 
N % 
strongly disagree 5 12.8 
disagree 13 33.3 
unsure 6 15.4 
agree 9 23.1 
strongly agree 6 15.4 
Total 39 100.0 
When a new textbook series is adopted in the language courses, teachers are 
not normally involved in the selection process, so I decided to examine 
whether teachers thought textbooks were selected according their usefulness 
in language teaching. Table 5.18 shows that 58.9 per cent of contestants 
expressed some degree of agreement, while only 15.4 per cent disagreed with 
this statement. What also deserves attention is the fact that 16 teachers (41 
per cent of the staff) were uncertain or disagreed with the statement. This 
range of opinions may suggest that most teachers are unaware of the criteria 
authorities use for selecting new textbooks, or might also mean that teachers 
are aware of the criteria but disagree with them. 
Table 5.18 Textbooks chosen according usefulness in teaching 
N % 
















Given the diversity of opinions about the criteria followed by the authorities for 
the selection of textbooks, I found it crucial to explore this issue in the 
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qualitative phase (Chapters 6 & 7). 
As the resource centre (materials room) is such a key resource in the context 
under investigation, offering materials such as charts, videos and games to 
teachers, I explored the following: 1) whether the centre provided adequate 
materials for the language lessons and 2) whether teachers had identified 
some materials not available at the centre. 
Table 5.19 shows that 66.7 per cent of teachers agreed that they had identified 
materials which were not available at the centre and which they would have 
liked to use. Whereas 46.1 per cent of respondents agreed the resource centre 
did not have adequate materials and only 33.3 per cent suggested the centre 
did. Teachers' opinions suggest that, for most teachers, materials available at 
the centre do not satisfy their needs. However, these results should be 
considered with caution, especially since teachers' views are likely to have 
varied significantly in their use of the resource centre -some may even have 
never used it at all. 
Table 5.19: Teachers' views about the resource centre 
Strongly Disagree Unsure Agree Strongly 
Disasree asree 
Teachers have identified 0 9 4 20 6 
materials unavailable at the 0% 23.1% 10.3% 51.3% 15.4% 
resource centre 
The resource centre holds 5 13 8 11 2 
adequate materials to support 12.8% 33.3% 20.5% 28.2% 5.1% 
teach ins 
5.6 Further Participation 
The last item on the questionnaire invited teachers to participate in the second 
phase of the study. Results show that 76.9 per cent of teachers who 
responded to the questionnaire reported that they would have liked to 
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participate in further stages of the study, while 23.1 per cent said that they 
were not interested. 
5.7 Conclusion 
The descriptive analysis in this chapter has provided insight into the teachers' 
beliefs and reported practices regarding the selection and use of materials. 
Findings showed teachers' views on a range of topics in relation to six specific 
areas (sections 1 and 6 did not examine teachers' views about materials). 
The second section explored teachers' views about materials. Results show 
that although textbooks are the official materials on the SA EL T, they are not 
the most relevant materials in the language classrooms. It was also revealed 
that most teachers feel that they should be involved in the selection of the 
materials they use in their lessons. The third section examined teachers' use of 
materials. Findings showed that teachers do not rely heavily on materials in 
their lessons, even though the majority believe materials help them achieve 
their course goals. The fourth section looked at the teachers' views about 
textbooks, the findings of which showed that teachers continue to 
acknowledge textbooks as tools of great value in their teaching practices. The 
fifth section investigated teachers' views on contextual factors. Outcomes 
showed that most teachers felt free to use any materials in their practices, and 
reiterated teachers' beliefs about that they should be involved in the selection 
of textbooks. Teachers also signalled specific limitations of the materials' room. 
It is also deserving of attention to mention a few discrepancies to emerge from 
this quantitative analysis. These will be discussed further in the results chapter 
and some others will be clarified as I move forward through the phase of 
qualitative data analysis. 
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CHAPTER 6: LESS EXPERIENCED TEACHERS 
Introduction 
This chapter and Chapter 7 examine the qualitative data obtained from sample 
2. This sample comprises six teachers: three less experienced teachers (LETs) 
and three more experienced teachers (METs), all of whom were examined 
through interviews and classroom observations. This chapter focuses on the 
qualitative data provided by the LETs. 
6.1 Less experienced teachers 
To remind the reader, in this study LETs are defined as those with no more 
than 10 years' English language teaching experience in a university 
environment. I identify these teachers as LE1, LE2 and LE3. Data from the 
LETs are composed of nine interview transcripts and qualitative field notes 
from 12 classroom observations. 
To make sense of the data analysis in this chapter, I briefly remind the reader 
of how the language courses under investigation are organized and assessed. 
Detailed discussion of these issues is found in Chapter 2. 
The English language courses on the SA ELT (LEMO) are organized into three 
terms which are all allocated the same number of hours. Spring and fall terms 
are 16 weeks long, while the summer term is eight weeks only, which means 
that courses in the summer term are taught more intensively (the same 
number of hours delivered in half the number of weeks). 
Of the 55 courses on the SA EL T programme, eight are language courses, 
from which the first five draw on particular set textbooks. At time this study was 
undertaken, the language courses were based on New Headway. In addition 
to New Headway, the three upper courses (6-8), normally use grammar-
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focused textbooks. The most widely used set textbooks include, Upstream, 
North Star, Mosaic, and Interactions. All textbooks for the eight language 
courses are prescribed by the school authorities. 
Although there is an official syllabus for each of the language courses, 
assessment is normally based on the content and vocabulary found in the 
textbooks. Language tests are designed and printed by an assessment 
department and then administered by the language teachers themselves. 
6.1.1 Less Experienced Teacher One (LE1) 
With about five years teaching at university level, less experienced teacher 
one (LE1) was allocated a small group of learners. In this context, courses 
open as long as there are at least five students enrolled. The main feature of 
LE1 's lessons was his use of a self-designed anthology, which was a collection 
of exercises and texts compiled from different sources that he had decided to 
use instead of the official book. Lessons were from Monday to Friday at 14:00 
until 18:00,20 hours a week for eight weeks. The main features of the 
language course given by LE1 are shown in Table 6.1 
Table 6 1 The main features of LE1 course 
Course level English language 7 
Course length 8 weeks 
Course book used Anthology developed by the teacher 
Number of students 6 
Materials prescribed by school North Star Reading & Writing 
Special features An anthology was adopted instead of the 
prescribed textbook 
Course tasks Written work (essays) and portfolios 
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6.1.2 Teaching approach 
To gain insight into LE1 's use of materials, I first examined his teaching 
approach, which he described as follows: 
I am follower of a particular approach ... what I do is I go, get to know my 
students and of course, based on the experience I plan something but 
you know, I try to first get to know the students and then try to adapt a 
little bit based on what, how many students I have, ages, students' 
needs etc, it is different in different contexts (LE1: 11). 
He also added 'I think we have an opening, we can use I guess, any kinds of 
materials if we want' (LE 1: 11). LE 1 '5 words suggest that he felt that he had 
enough freedom to make choices, to fit his teaching and his materials to his 
students' needs. His perception about the institution's openness in allowing 
teachers to choose their own materials contrasted with the views that most 
teachers expressed in response to the questionnaire, where most of them 
reported feeling constrained to using only the officially prescribed materials. 
In his actual practices, LE1 exercised his freedom by replacing the official 
textbook with an anthology, which he used as his main material and which, as 
described earlier, was a collection of photocopied material from various books. 
In his lessons, he often complemented this material with podcasts (either audio 
or video digital media files). To illustrate how LE1 drew on the anthology and 
podcasts in his teaching, I present an extract from one of his lessons. The 
lesson aimed to review relative pronouns. 
The lesson began about 15 minutes late, as only two students had arrived on time. 
LE1 checked his register, and noticing there were two students only, he waited for a 
few minutes until two other students arrived, then he carried on with the lesson. 
Holding a handout (see Appendix 7) he went to the board and wrote 'relative 
pronouns' as the aim of the lesson, then he said 
LE1: Do you remember Thursday session? (students opened their 
anthologies), we studied that a relative pronoun modifies a noun 
phrase ... (he summarized the topic studied in the previous lesson for a 
couple of minutes, then he went to the board and wrote) 'the contract 
that he signed yesterday is not valid'(he then explained) We use 
relative pronouns to refer to a noun and to avoid repetition. In this 
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sentence ... (he explained for a few minutes, then he said). If you 
remember last session, you were doing some exercises, using relative 
pronouns. Let's check this exercise in your anthologies (showing his 
anthology) (see Appendix 7). (Pointing to one of the students he said) 
Ricardo, can you read the first part of this page? (showing his handout 
to the student). 
Ricardo: We use relative pronouns to refer to a noun mentioned ... (the student 
read two lines from the anthology, and when he had finished, LE1 said) 
LE1: Ok, now you are going to write three sentences using relative 
pronouns. (He let the students work for a few minutes. When they 
finished, LE 1 asked the students to go and write one of their 
sentences on the board. All the students, taking turns, wrote one 
example on the board. When they finished the teacher said (holding his 
handout in his hand) now we are going to check these examples, 
Irma, (referring to one of the students) can you read this part? (pointing 
to his handout). 
Irma: Relative pronouns, subject or object...(lrma read few lines from the 
anthology, and then LE1 asked other students to continue reading, 
when they finished reading the examples from the anthology (see 
Appendix 7), LE1 said as he was turning a computer and a screen on). 
LE1: I was listening to this podcast this morning and there are lots, lots of 
relative pronouns within that audio, so what we are going to do is to 
listen twice ... it's hard, I know, it's kind of complicated I know but you 
just focusing on the pronouns. Which are the pronouns? that, which, 
whose, where ... try to write as many pronouns as you hear in the 
audio ... (the students then listened to the podcast, which was a radio 
programme about Mexico, broadcast in English. After that LE1 asked 
the students to read aloud, the pronouns they had identified). 
(LE1: 02) 
The extract gives a taste of a lesson focused on grammar with controlled 
practice. Although not all the observed lessons with LE1 were grammar-
focused, this extract illustrates how LE1 typically used the anthology. 
As the extract shows, LE1 followed the anthology closely in the way that a 
textbook would be used. A major advantage of this anthology was that it 
allowed him go straight to the core point of his lessons. This was due to the 
nature of the exercises that the anthology contained. The anthology was in fact 
a collection of grammar and reading exercises obtained from various sources, 
very similar in content to the prescribed textbook. 
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The internet-based materials were used in all the observed lessons, especially 
to illustrate the grammar structures studied in class. Although LE 1 asserted 
that his course focused on reading and writing, his actual lessons included a 
significant amount of grammar. As for the reading and writing tasks, they were 
completed by the students for homework and were checked and briefly 
discussed in class. In the following section, I explore LE1's views about 
instructional materials. 
6.1.3 LE1 's views about instructional materials 
Talking about the relevance of instructional materials in his lessons, LE1 said 
I think we always have to use materials, always ... sometimes like I am 
doing now, we use a particular book, sometimes like a compilation of 
photocopies from different textbooks, and that's like the guide for the 
course; I always use internet-based materials, like podcasts, videos 
most of the times ... 1 don't really use very much flash cards and maps 
(LE1: 11). 
LE1 valued instructional materials highly, and suggested that he used a range 
of them. In his practices, he actually drew on the materials that he claimed he 
used. The particular book he referred to was a compilation of photocopies, as 
noted above, that he called his 'anthology'. Later, I will discuss his choice of 
material. With regard to the internet-based materials, which LE1 asserted that 
he always used, it is important to note that these were in fact used in all the 
observed lessons. 
Although the main material used in his lessons was the anthology, LE1 placed 
high value on the official textbook. 
I think the book is very relevant because on the one hand the students 
feel like they are grasping something ... teachers like me, will always like 
to have like a guideline and it's very relevant to use the book ... 1 think it 
provides the students with cultural elements, they provide examples, 
they provide more practice, it is important for students as well as for 
teachers (LE1: 11). 
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While it was interesting to hear that LE1 valued the official material very highly, 
and that he had identified some specific benefits from using this material, it 
was clear that in the summer course the textbook was not the most important 
material in his classes. Later, I will examine LE1's rationale for replacing the 
textbook with an anthology, and the benefits that this had for his teaching. 
As noted earlier, podcasts were often used in LE1 's lessons, and so I 
examined the features that LE1 found useful in this type of material: 
I am trying to get my students connected with everyday 
life ... sometimes I have found out that they don't really know what is 
going on in the world ... 1 think they are living in their own 
bubble ... podcasts provide them with English, real life English and they 
can develop listening, they can get more vocabulary but I think that's 
like my hidden purpose (LE 1: 11 ). 
The fact that podcasts were authentic materials was apparently a feature that 
LE1 valued highly. In his lessons, he drew attention particularly on a news 
programme about Mexico called 'Imagen News', which was broadcast in 
English. With regard to LE1's preference for using pod casts in the classroom, it 
is important to note that when the questionnaire explored the materials most 
significant to the teachers' practices, LE1 was the only teacher from the entire 
teaching staff who reported internet-based materials as the most important in 
their lessons. Furthermore, this was actually reflected in the lessons that I 
observed. 
Although LE1 found the textbook and podcasts of great value, he decided to 
adopt an anthology as his main material, so I explored his rationale for doing 
so. 
6.1.4 Adopting an anthology 
In explaining the rationale for using the anthology LE1 said: 
I didn't follow those guidelines (textbook) because I thought this was a 
kind of a different course because of different reasons, and the first 
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one, it's too short, it is a summer course, and the second one is that I 
had the opportunity to see my attendance list and I saw that there was 
only six of them ... six or seven and so I decided not to follow or continue 
using the book I was supposed to use (LE1: 12). 
LE 1 indicated his course was different and specifically mentioned course 
length and group size as two key issues that led him to decide not to use the 
official textbook. In this respect, he explained how the course length was a 
relevant issue: 
... six weeks for me was horrible in the sense that I felt all the time in a 
rush ... you know a four hour session five days a week for eight 
weeks ... the schedule from two to six. At two o'clock some students 
need to eat something, it was really hard (LE1: 13). 
My experience teaching on these language courses suggests that most 
teachers struggle to achieve the goals stipulated by the syllabus, particularly in 
the summer course, due to the extremely limited time given in which to teach 
the course content. In practice, the eight weeks allocated to the course are 
reduced to six, due to various administrative tasks (Le. enrolment, final reports) 
that teachers have to carry out within the time allocated for the course. This 
lack of time is what most teachers find most difficult to cope with. 
In addition to his perception about the length of the term, LE1 felt that the 
length of the lessons was also problematic: 
'[Lessons] finish at six o'clock, that's not something that everybody likes, 
because you know, it's four hours, even though we take breaks it's a lot of 
time! (LE1 :13). 
LE 1 's comments suggest that he and his students were unhappy with the four 
hour lessons, especially when undertaken in the often extremely hot conditions 
that can be experienced in the classroom during a Mexican summer. In 
practice though, I found no evidence to confirm that the length of the class 
affected his use of materials in any manner. I want to draw attention, however, 
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to the fact that almost all the students, LE 1 said, had employment 
commitments in the morning. So when they started the lessons in the 
afternoon, they appeared tired and unenthusiastic about participating in the 
class activities. As for the group size, he argued: 
He added 
... the fact that I had six or seven students which is not normal. .. we 
usually have from 15 to 20 or 25 students in each classroom, you 
know ... that made me think about how easy it would be for me to try to 
implement an alternative for material. .. because it was not a large 
number of students that I needed to convince in a way ... in this point I 
thought yeah, it's only six I can deal with this (LE1: 12). 
I asked them if they were happy with the idea of having an alternative, 
you know book or anthology ... and everyone said 'yes', so ... if one of 
them had said 'no', I wouldn't have used the anthology (LE 1: 13). 
LE 1 's comments about the need 'to convince' the students suggests that he 
was aware, and also that the students were aware, that not following the set 
text was a diversion from normal practice. For this reason, he felt that he had 
to first ask the students how they felt about this. This strategy of negotiating 
the use of materials was a theme that emerged especially, although not 
exclusively, among the less experienced teachers. 
On this point, it is worth noting that the anthology did also offer an advantage 
to the students in that it was much cheaper than the textbook. Normally at the 
start of the language courses, students have not yet purchased the set text (or 
a copy of it) but rather waiting to find out what the course materials are when 
they attend the first class. 
Apart from the conditions LE 1 felt would facilitate the adoption of the 
anthology, he had some particular concerns about the official textbook: 
I have used that book (North Star) before in regular courses, I like the 
book but not this time, I think it would be very tedious for me and the 
students ... 1 have asked from other students about the book and they 
say, 'yeah it is kind of too mUCh, too much to grasp' ... it is packed with 
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information, and you have to read and read again and read again ... is 
like following the same procedure unit after unit (LE 1: 11). 
We can thus conclude that it was not only the course length and the group size 
that influenced LE1 's decision to replace the set text, but also the volume of 
material and its repetitive nature found in this text. In contrast, he felt that the 
anthology: 
lets me go with my own pace, teach with my own pace ... if 1 was to use 
the book 1 would feel like I'm forced to follow the lessons that the book 
is giving me ... there is no way to escape because it is a whole package, 
you cannot go backwards or skip. With the anthology I was careful to 
select the things I thought were going to be necessary ... that matched 
the syllabus and also provided me with enough time to finish on time 
(LE1: 12). 
Earlier, I noted that LE1 's anthology was composed of readings and exercises 
from various sources and, in this regard, LE1 described how that he felt that 
his anthology matched the syllabus and helped him resolve the problem of 
time. We can therefore conclude that the anthology was a sort of condensed 
version of the key themes covered by textbook that concentrated mainly on the 
points (grammar) that LE1 felt were relevant to his course. 
In addition to the reasons LE1 gave for replacing the textbook with his 
anthology, he raised his concern over the procedures used for selecting books 
in the department. 
... teachers most of the times are never asked about the books ... well 1 
think it affects when, like, your opinion is not taken, of course, it's very 
likely that you have a very negative attitude towards something you 
were not asked for ... they just told us, 'this is the book you are going to 
be using', they didn't ask for your opinion (LE1: 11). 
Another possible factor, then, behind LE1 's decision not to use the set text was 
a negative reaction to the fact that he had not had any say in the choice of this 
text in the first place. 
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6.1.5 LE1's feelings about his materials 
LE 1's course objectives were centred on the students reading and writing 
skills. Additionally he had challenged his students to write some essays and 
keep portfolios. He felt the materials he used were tailored to these objectives: 
Well at the beginning of this course they kept a portfolio with their 
writings and entries for the podcasts they listened every week. And for 
the book, (anthology) the chapters they read ... at the beginning they 
would probably see just a few lines because they didn't have the skill 
and the ability to write, and now if you could see the portfolios or 
folders ... they include the vocabulary that they have heard in the news, 
they put it in the reports! (LE1 :13). 
LE 1 felt his students' reading skills were developed by drawing on the 
anthology, while their writing skills were practiced using the podcasts. Thus, 
based on the students' portfoliOS and written work, LE1 firmly believed that his 
students had improved their reading and writing skills. 
Overall, he showed evidence (portfolios and reports) of the tasks his students 
had completed at home, but did not specifically elaborate on how his anthology 
had helped them learn what he taught in class. 
6.1.6 Conclusions 
In trying to capture the complexity of LE1 's use of materials, I conclude this 
section with a summary of key issues that I found in LE1 's practices and that I 
feel deserve further discussion in the following chapters. 
The dominant theme in this case was the teachers' use of an anthology of 
materials instead of the prescribed textbook. The fact that he was able to 
replace the set text indicates that, despite institutional requirements, teachers 
were able to make independent decisions about the materials they used. This 
may also imply that mechanisms for ensuring that set texts were actually used 
were not in place in the department. The teacher's comments on why he opted 
for an anthology (which consisted of photocopied extracts from various other 
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books) highlighted a range of factors: the limited time available for this summer 
course, the length of the lessons, the small number of students and their 
willingness to use an anthology, the teacher's own views about the large 
volume and repetitiveness of material the set text contained, and a possible 
resistance to the fact that he had not been involved in choosing it. 
The teacher also referred to the added flexibility that an anthology provided in 
comparison to the set text. It is also important to note that LE 1 maintained that 
the material included in the anthology was chosen with the course objectives 
and syllabus in mind, so that students would be prepared for the centrally-
designed tests they would have to take. A secondary noteworthy issue of this 
teacher's work was his use of podcasts to support the teaching and learning of 
grammar and vocabulary. Overall, this case provides insight into a range of 
factors which shaped the teacher's choice and use of materials. I will return to 
some of these in the discussion that follows the presentation of the study's 
findings. 
6.2 Less Experienced Teacher Two (LE2) 
LE2 was the least experienced teacher in this study. She held qualifications in 
translation at SA level, and had limited training in EL T (English language 
teaching). Even though she had experience of teaching content courses (Le. 
translation, phonetics) at university, she had only one year teaching English 
language courses on the SA ELT. Her lessons were four hours a day, five 
times a week, and characterized by the use of a student-led approach 
(discussed below). The main features of her course are shown in Table 6.2. 
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Table 6 2 The Main features of LE2's course 
Course Level English language 3 
Course Length Eight weeks 
Course book used Headway Intermediate and a grammar book 
Number of Students 17 
Materials prescribed by Textbook set New Headway Intermediate 
school 
Special features Student- led presentations 
Course tasks Students presentations, chosen by students and 
teacher; Team task: Design a photo story 
6.2.1 Teaching approach 
LE2 described her teaching approach as follows: 
I would say at the moment is constructivism ... but in all the truth 
wouldn't say I really have an approach like a very clear approach 
because I didn't have that education (as language teacher), I just have 
glimpses of what those approaches mean ( LE2: 11). 
LE2's description clearly indicated she was unaware of EL T approaches. She 
further added: 
I perceive myself still as a traditional teacher and I don't like that very 
much, so I would like to even include more activities but I really need 
to know exactly how to do it (LE2:12). 
When she elaborated on what she meant by traditional teacher she said, it 'is a 
teacher always using the book' (LE2:12). LE2's feeling about being a traditional 
teacher, suggests she relied heavily on the textbook, which was not surprising 
given that she was not acquainted with EL T principles and had relatively 
limited experience teaching at university. 
LE2's actual approach consisted of a combination of student- led presentations 
and teacher-led lessons. The student presentations were 30-40 minute 
individual mini lessons, in which the students talked about a range of topics. 
On the other hand LE2's lessons were brief teaching sessions, in which she 
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mainly taught the contents prescribed by the syllabus drawing on the official 
textbook as her main material and supported by a grammar book. 
To illustrate what LE2's practices were like, I present an extract from my field 
notes taken during one of her lessons. 
The class had just completed a listening exercise taught by LE2. A student, who had 
her materials ready for a presentation, was standing next to the teacher. LE2 
indicated to the student - using non verbal communication - to go to the front of the 
classroom, then LE2 said to the class 
LE2: Ok, please be quiet we are going to have a presentation (then 
talking to the girl in charge of the presentation, said) 
Ok So'i it is your turn. (Sofi saying nothing, began to distribute hard 
copies of a song (lyrics) with missing words. Then using a computer 
and a tv screen Sofi prepared a video clip ready to be played and 
said) 
Sofi: Please write the missing words while you listen to the song (video) 
(then she played the video twice while her peers were filling in the 
blanks. Once she had played the video twice and while she was 
waiting for her peers to finish to check their responses, LE2 asked 
Sofi (pointing to the end of the classroom) to walk around to check 
her peers' work, and Sofi did so. After a few minutes of walking 
around, Sofi went to the front of the classroom and when she was 
about to replay the video clip, LE2 said). 
LE2: Ok, So'i is going to play the song again and then she is going to give 
the correct answers, please be honest and check your answers. 
(Sofi then played the video again, stopping in the sections where 
words were missing in the lyrics). She first elicited responses from 
her classmates, when nobody had the right answers, she provided 
them. During the presentation, LE2 stood next to Sofi, closely 
monitoring her performance and looking at Sofi's peers very 
attentively as the activity was going on. Once Sofi completed her 
presentation, LE2 said: Thank you So'i (and she moved on another 
activity) 
(LE2:02) 
The extract above shows what LE2's approach was like in practice. Her 
particular interest in strengthening her students' teaching skills is evident 
during the student's presentation. Of note is the way LE2 encouraged the 
student to assume the teacher's role (Le. she asked the student to walk 
around; LE2 carefully monitored the activity). Actually, the students' 
presentations were not done under pressure of time; for example, the 
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presentation above lasted about 40 minutes. This contrasted with LE2's 
lessons based on the textbook, which were 20 minute presentations on 
average. 
In explaining the rationale of her approach LE2 said: 
Since I noticed that the students are very creative I have given them 
more time to participate and to take control of the class ... 1 think it helps 
a lot individually when they have to present a class for their 
classmates ... they have to see that there are lots of elements ... they 
have to organize groups, take responsibilities for having successful 
activities. I think all that is exactly what we need for achieving the goal 
that we have as career that they will become successful teachers 
(LE2:13). 
LE2 felt her language course was an opportunity for her learners to develop 
their teaching skills. She felt that, by following her approach, she contributed 
towards the goals of the institution, firmly believing that the goal of her course 
was to train language teachers. 
In her approach, LE2 shared a considerable proportion of her class with her 
students so that they had sufficient time for their presentations. In this regard, I 
explored with her why she focused her course on the students' teaching skills 
when her course was supposed to be focused on language 
I consider, that is behind or is on my thought that we are better when 
we are teaching, that is basically because when I have to explain 
something, I really have to fully understand what I am to explain first 
(LE2:13). 
LE2's argument indicates vagueness and lack of understanding about the 
actual aims of her course. There was an evident discrepancy between the 
aims she expected to achieve as a teacher trainer, and the aims she was 
expected to achieve in her English language course. 
Even though her course focused on her students' teaching skills, I examined 
her opinion about the relevance of teaching materials in her lessons. 
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6.2.2 LE2's views about materials 
LE2 said on this issue: 
In first place they help me understand things ... materials help you have 
fun with your students and also to get them engaged with the class. 
They help you cover the students' needs ... sometimes they need to 
watch something distracting. If they don't see anything they got lost. 
And sometimes they can help you memorize vocabulary (LE2:11). 
LE2 had identified a number of ways in which materials helped both her 
students and herself. In this respect, I explored how much freedom she felt she 
had in her lessons to incorporate materials of her own choosing. 
I would say that we have complete freedom to do that. because as I 
mentioned I use other things that are definitely not the book. I think the 
important thing for the school is that you cover the programme, it 
doesn't matter what kind of materials you use, at least nobody has told 
me the opposite (LE2:11). 
To make sense of LE2's sense of freedom, it is necessary to remember that 
lessons were not monitored at the faculty, therefore most teachers felt free to 
make decisions about their approaches and the materials they used to execute 
them. In LE2's case, she used this sense of freedom to help her develop her 
student-led approach. It is interesting that she had talked about achieving the 
aims set by the programme, when earlier she had suggested that focusing on 
her students' teaching skills was the ultimate goal of her course. 
I then asked LE2 about the most important material that she used in her 
lessons: 
I usually take the textbook and I complement that with other materials. I 
think I really get a lot of things from internet to complete the 
practices ... I use the book definitely and the CD that comes with the 
book ... 1 usually buy a magazine that is Think in English, it is a 
magazine that brings a lot of cultural topics and vocabulary ... and use 
another that is Teachers, that is a Latin-American magazine. So those 
two magazines are the ones I use frequently plus books plus internet 
(LE2: 11). 
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Despite the range of materials she described using to complement the 
textbook, her actual lessons used the official textbook as their principal 
material, occasionally supported by a grammar book. I need to note though 
that her students drew on a range of materials in their presentations, which 
contrasted with her adherence to the official textbook. 
Since LE2 claimed that she usually used the textbook set in her lessons, I 
explored her understanding of this particular source of material. 
6.2.3 Textbooks in LE2's practices 
LE2's views about the textbook were: 
I really don't like the idea of having the programme based on the 
book ... but here it is the way it works, so we have to follow the book, the 
book is really the course, so I have to take the book as the first point of 
reference. So as soon as I notice what the book brings, I identify the 
vocabulary and the grammar paints I have to check, then I look for 
materials that explain in a better way the grammar structure (LE2:11). 
She went on to say that 'last course ... 1 was very attached to the textbook, it 
was like my bible'. Similarly, from my experience as a language teacher 
working in the research context, most teachers at the faculty felt the official 
textbook was the programme. In fact the institution had an official programme, 
which prescribed the content of the SA EL T courses, to which all the teachers 
across the faculty had access. Nonetheless, the fact that the assessment of 
the language courses was based on the contents of the textbooks made 
teachers believe that following the textbook would ensure that the students 
passed the course. 
Moreover, LE2's perception about textbooks reveals that she believed the 
textbook was the syllabus and felt that it was her primary resource in the 
teaching of grammar and vocabulary. Her comments that the textbook was her 
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main reference and that in the previous course, she had viewed it as her 
"bible" gives an idea of the degree of dependence she had on the textbook. 
LE2 asserted that she drew on the textbook as the principal reference point 
from which she could move on to other materials. In this respect, I investigated 
how the textbook had helped her in her teaching. 
Honestly and personally speaking I do not like to use the book, 
particularly this book, we are using Headway ... 1 do not like it because I 
consider the content is not appropriate for the students or the kind of 
students we have. The readings for example are completely out of the 
frame of my students. For instance next week we have to cover 
something about holidays ... not because I don't believe eventually one 
of my students will be able to visit Japan, it's extremely hard and out of 
their context to visit Japan (LE2:11). 
LE2's feelings towards the textbook were neither unusual nor surprising. The 
questionnaire findings showed that teachers across the faculty felt that they did 
not benefit from the textbook; in response to a specific question, most teachers 
did not list the textbook among their most important materials. 
In addition to her views about the textbooks' content, LE2 felt other features of 
the official textbook were inappropriate for her learners: 
I don't like Headway because it is British English ... whether we wanted 
or not, we (Mexican) are closer to the United States, so they (students) 
have more influence from American English (LE2:11). 
The decision to use either American or British textbooks has been an issue of 
perennial debate at the faculty (a discussion about this issue is found in 
Chapter 2). In LE2's case, she firmly believed that American English materials 
were more relevant and convenient for her students. 
On a practical level, LE2 had also identified a particular drawback in the 
official textbook: 
... about the structure of the book I love it, but the problem is that it 
requires a lot of time to organize listening for example ... so about 
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listening that is one skill that I feel very attached to the book, like I 
didn't feel free to use other materials and that affected my way of 
teaching ... with other skills I didn't feel like that (LE2:13). 
In the observed lessons, I did not find any evidence that the textbook's 
listening sections were too long. In fact the 15-20 minutes she spent working 
with this section was the time that most teachers spent working with listening 
activities. In my view, it was a personal perception that could have been based 
on her lack of experience. 
Beyond the materials that LE2 used in her classes, in the interview, I explored 
the contextual factors that she felt influenced her use of materials. 
6.2.4 Contextual factors and use of materials 
LE2 said in this regard: 
I think the four hours class is too long. I feel we did a good job, I think it 
would have been better if we had not had four hours, probably less 
time would be better and a longer period of time, six weeks for me was 
horrible in the sense that I felt all the time in a rush (LE2:13). 
Similar to LE 1, LE2 also found the four hour lessons and the length of the 
course to be extremely problematic for her teaching. It is interesting that she 
had said that the course was six weeks, when it was officially eight weeks long. 
Actually, other teachers also felt the summer course was six weeks of effective 
teaching. The issues about the course schedules, the length of the lessons 
and the length of the courses are issues raised recurrently by teachers 
throughout this study. In LE2's case, however, we need to remember that in 
addition to the challenges that most teachers experienced of teaching the 
course book contents in six weeks, she shared her class time with her 17 
students in order to carry out over 50 presentations of 30-40 minutes each. It 
is, therefore, understandable why she felt that she had so little time to 
accomplish the aims of her course. 
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6.2.5 Conclusions 
I will conclude this section by highlighting key findings in LE2's use of 
materials. Later in the following chapter, these findings will be discussed in 
detail. The central theme in LE2's case was her student-led approach, 
combined with her use of the textbook. LE2's teaching approach indicates that 
her students' teaching skills were her priority, while her brief grammar-focused 
lessons drawing on the textbook suggest an attempt to comply with the 
institutional regulations and adhere to the officially prescribed materials. 
The use of her student-led approach - which contrasted with the approaches 
of most teachers - suggests a lack of understanding of the goals prescribed by 
the institutional syllabus. This also suggests that the institutional monitoring of 
both teachers' work and their use of materials was almost non-existent. 
LE2's views about the textbook suggest that while she acknowledged this 
material as a key resource, she had identified some drawbacks in its content. 
Secondary factors that she saw as influencing her teaching included the length 
of the lessons and the length of the course. 
LE2 may have used students' presentations so frequently in order to 
compensate for her lack of teaching skills. Overall, her lessons were shaped 
by the high level of student involvement in teaching, with the use of the 
textbook playing a secondary role. 
6.3 Less Experienced Teacher Three (LE3) 
With seven years' experience teaching content courses and English language 
courses at university level, Less Experienced Teacher Three (LE3) worked on 
an upper intermediate course. LE3 held qualifications at MA level in ELT. A 
distinctive feature of his course was the use of handouts, which he shared with 
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his students every lesson. He supported his handouts with monolingual 
dictionaries, which he used very often. The main features of his course are 
shown in Table 6.3. 
Table 6 3 The main features of LE3's course 
Course Level English language 5 
Course Length Eight weeks 
Course book used Handouts and Dictionaries 
Number of Students 17 
Materials prescribed by Headway Upper Intermediate 
school 
Special features Textbooks were replaced with worksheets. 
Monolingual Dictionaries also used as main materials 
Course tasks Individual class presentations / Design of a photo 
story 
6.3.1 Teaching approach 
To get insight into LE3's practices, I first asked him about his teaching 
approach, which he defined as follows: 
... there isn't a particular approach of course, I follow my ideas, my 
beliefs, I work according to my beliefs, to the context, to the specific 
needs of the students ... we have to take into consideration the 
philosophy of the school in which we are working there are so many 
things in order to integrate all these factors and construct an approach 
that benefit the students (LE3:11). 
Similar to the other LETs, LE3 claimed not to follow a particular model, instead 
following his own approach, which he said was informed by a range of factors 
that he believed satisfied his students' needs. In practice, his approach 
consisted on using handouts, which were photocopied materials from a range 
of textbooks, that he had developed himself and shared with his students and 
which were used every lesson instead of the official textbook. Along with the 
handouts, he and the students used dictionaries almost every lesson. Later, I 
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will discuss LE3's rationale behind the use of other complementary materials. 
To illustrate what LE3's lessons were like, I present an extract from my field 
notes taken during the introductory part of one of his lessons: 
LE3 arrived in the classroom and checked his register, then, he gave his students a 
photocopied sheet (see Appendix 8). When each of his students had received a copy 
of the material he asked them to have it face down, then he went to the board and 
wrote the quote 'Education is simply the soul of society as it passes from one 
generation to another'. Then he asked: 
LE3: Do you know this quotation? (pointing to the board. Nobody 
responded. Then he read the quotation loudly and again asked) 
What does soul mean? (LE3 wrote the word on the board, then 
one of the students answered) 
Student: It's like the spirit? 
LE3: Yeah, that's right the soul is what we have inside. Let's check 
the meaning of this word in the dictionary. (the teacher and the 
students looked up the word in their dictionaries. Then LE3 
asked to one of the students) Mario can you read the definition 
of the word in your dictionary? (Mario read the definition of the 
word after which LE3 said) The soul is the spiritual part of us. In 
the quote it means that education is a very important part of 
society ok? Do you know other quotes? (none of the students 
suggested other quotes) The teacher erased the word from the 
board and then said; ok before going to the next activity I have a 
question. I want you to think and then give me your answers. 
Think about that...do you have a pet? (nobody responded, so 
LE3 asked) Ok. Hector how do you know you are a pet owner? 
Hector: I don't know (students laugh), probably because my pet 
recognizes me. (Then another student responded). 
Student: If I have a pet and take care of it 
LE3: How do you know you are pet owners? (LE3 asked the 
same question to few other students After hearing some 
responses he said). Ok we are going to see some cartoons 
(he indicated the students to turn their copies, then he began 
to read the texts under each picture (see Appendix 8). For a 
few minutes he described and made the students laugh as he 
talked about the cartoons (After reading all the cartoons LE3 
said). Ok, do you remember what we talked about yesterday? 
(He then provided another set of photocopies and moved on 
to another activity). 
(LE3:01 ) 
The extract above illustrates how LE3 used handouts and dictionaries. As 
noted above, the handouts were photocopies from various textbooks and most 
focused on grammar and vocabulary (see Appendix 9). Similar to LE1, LE3 
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used handouts in the close way that a textbook would be used. As for the 
dictionaries, LE3 and his students used them in most of the observed lessons, 
mainly to check meaning and pronunciation. 
LE3 provided handouts to his students at the beginning of every lesson, 
materials which were provided at no cost to the learners. Later, I will examine 
LE3's rationale for using handouts and dictionaries. 
6.3.2 Instructional materials in LE3's practices 
To get an insight into LE3's use of materials, I first discussed with him the role 
of instructional materials in his lessons: 
Well ... materials are very important, yes and through all this experience 
I have discovered plenty of materials, very interesting, beautiful 
materials. I have to tell you that the materials work according to the 
context in which you are teaching yes materials are very important 
(LE3:11 ). 
LE3 valued materials highly and suggested that he used a range of them in his 
practices. Thus, I asked him which the most important material in his lessons 
was: 
He added: 
It depends on the ability that I want to develop on my students, if it's 
reading I use an encyclopaedia from which I take interesting readings, I 
also use magazines that have been especially designed for native 
speakers as National Geographic, Archie, Madmax and some comics 
which I think are interesting for the students (LE3:13). 
Some magazines provide you with real life speech acts, so that is a 
characteristic that I like from some magazines, some of them contain 
listening materials which can be useful in my lessons. Magazines 
provide learners with a lot of vocabulary. Some magazines provide 
activities like questionnaires, crosswords puzzles. Some provide 
cultural information that can be helpful to language learners (LE3:13). 
LE3 felt that rather than adopting a particular type of material in his lessons, he 
chose the material according the ability he aimed to develop, although he 
expressed some preference for reading materials. Even though he described 
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using a range of reading materials in his practices, in the observed lessons he 
did not use any of the various materials that he mentioned. 
As noted above, a key resource in LE3's lessons were monolingual and 
bilingual dictionaries. With regard to the value of these materials in his 
practices he explained: 
... 1 like dictionaries a lot...whenever I start a course I ask my students 
for a dictionary ... as I have worked with dictionaries I have a way to 
exploit all this knowledge that dictionaries can provide to my 
students ... dictionaries are authoritative sources from which we can get 
information ... new dictionaries are very, very good because they provide 
us with very reliable information ... and you can check pronunciation 
there (LE3:12). 
LE3 drew on dictionaries very often in his lessons, which indicates they were 
seen to be of value, although it is important to point out that these were used 
as a complementary resource. 
The discussion above helps make sense of the significance of the use of 
handouts and dictionaries in LE3's teaching, and also highlights his lack of 
interest in using the official textbook. 
6.3.3 LE3's views about textbooks and handouts 
Even though LE3 decided not use the official textbook, I asked him for his 
views on this material: 
Books are of great use for us, they are helpful for us during our 
lessons, but they are not everything, I am not used to be working all the 
time with a book. Books help us a lot, there are some books that are 
say, like a good resource. I have also checked that some books are not 
so interesting and don't help us during our course (LE3:11). 
LE3 clearly valued textbooks and indicated that he believed that they were a 
useful resource in his practices. However, his actual use of textbooks in class 
showed that these materials were not relevant to his teaching in practice. 
Despite his positive comments about textbooks, LE3 replaced the official 
textbook with handouts. In trying to understand his use of materials, I explored 
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his rationale for replacing the official textbook with handouts, wherein he 
explained: 
... well the main reason why I didn't use the textbook is that it was a 
short course (six weeks) and we were not going to be able to finish the 
book ... also the units or modules are very long, so I was going to spend 
a lot of time teaching every unit, so I thought I needed quicker ways to 
cover the contenLand as I feel free, I decided for other materials that 
would work better ( LE3:13). 
The length of the course and the large volume of content found in the official 
textbook were issues also raised as drawbacks by both LE 1 and LE2 and also 
as factors that influenced their instructional decisions, which very likely 
suggests that other teachers across the faculty felt similarly about these 
issues. I also want to draw attention to the fact that LE3 described feeling 
completely free to make decisions about his materials. Later, in the following 
chapters, I will discuss further the teachers' sense of freedom in using any 
materials of their choosing. 
My experience, both of language teaching in the research context and working 
with the particular textbook set used by LE3, suggests that the major problem 
was the lack of time rather than the volume of content in the prescribed 
textbooks. Actually, New Headway textbooks are no longer than the vast 
majority of language textbooks on the market. So the actual challenge for 
teachers on the language courses was to deal with a whole textbook in six 
weeks. 
In explaining how handouts help him resolve the problem of limited time, LE3 
stated: 
As it was a short course, they (handouts) would help me get the 
contents quicker than the book ... 1 took the content of the book which is 
the syllabus ... and I took all these structures but using different 
materials, may be some other books ... (LE3:13}. 
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The belief that the textbook was the syllabus was common among most 
teachers at the LEMO. LE3 seemed to feel that if the handouts matched the 
textbook, he would be on the way to achieving the goals prescribed by the 
institutional syllabus. LE3 talked further about his reasons for replacing the 
textbook: 
I didn't use the book recommended by the institution but...1 covered the 
contents recommended by the institution, so it was not like going 
against the institution, no, no, no because it is ok if we arrive at the 
same point as the other teachers in the same level (LE3:13). 
LE3 firmly believed that drawing on his own materials, instead of the official 
book, was not against the institution's regulations; rather, he believed that he 
was completely free to use whatever materials in his lessons, as long as he 
accomplished the aims of his course. 
In contrast to LE1, who replaced the book with an anthology, a photocopy of 
which the students purchased, LE3 provided handouts to his students for free, 
which is not usual in this context. In this respect, the use of handouts in LE3's 
practices was not only convenient for him but was also very convenient for the 
students, who did not have to purchase the official textbook or even a 
photocopied version of it. 
6.3.4 Conclusion 
I conclude this section by reflecting on key issues emerging from LE3's use of 
materials, issues which will be discussed further in the following chapters. 
A major theme that emerged from my examination of LE3's teaching practices 
was the use of handouts as his main material. Also relevant was the use of the 
dictionaries that he and his students used in the lessons. LE3's rationale for 
replacing the prescribed textbook with handouts indicates that the limitations of 
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time and the perceived high volume of content in the textbook were the two 
key reasons that led him to replace the textbook with his own materials. LE3's 
replacement of the officially prescribed material indicates that the he found that 
the conditions surrounding the course, in that his use of materials was not 
monitored, allowed him to make decisions freely about both his teaching 
approach and his use of materials. 
The secondary materials used by LE3 were the dictionaries which he drew on 
to complement the handouts and which he believed promoted the learning of 
vocabulary and improved the students' pronunciation. 
6.3.5 Main findings across LETs 
I will conclude this chapter by presenting a summary of key issues identified 
collectively in LE1, LE2 and LE3's teaching practices. 
The dominant theme in the LETs practices was the use of materials other than 
textbooks and the repercussions that this had in their teaching practices. From 
the opinions of all the LETs, we can affirm that they all felt completely free to 
make decisions about their teaching materials. Two of them exercised this 
sense of freedom to deviate substantially from the officially sanctioned material 
in their use of their own materials (LE 1 and LE2 replaced the textbook with 
their own materials), whereas LE2 adopted a student-led approach in which 
the majority of class time was not dedicated to the textbook. They all claimed 
that they took these decisions on the basis of their students' needs. In LE1 and 
LE3's cases, the materials which replaced the textbooks (anthology and 
handouts) were believed to match the aims contained in the textbooks. 
Related closely to the use of materials, all LETs felt that the course was too 
short to accomplish the aims prescribed by the textbooks, which, as I 
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mentioned before, is viewed by most teachers as the de facto syllabus in all 
language courses. LE1 and LE2 felt that the textbooks were inappropriate for 
their learners. Of secondary importance, the LETs' opinions suggested the 
following: that the textbooks contained a high volume of content; that some 
topics were out of the student's frame of reference and therefore not relevant 
to their lives; that British English was inappropriate; and that feelings of 
resentment emerged as a result of not being involved in the selection of 
textbooks. Overall, all the LETs' opinions provided insight into a number of 
issues which shaped their use of materials and which will be discussed further 
in Chapter 8. 
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CHAPTER 7: MORE EXPERIENCED TEACHERS 
Introduction 
This chapter aims to analyse interview and observation data from three more 
experienced teachers (ME1, ME2 and ME3). In this study, more experienced 
teachers are defined as those with more than 10 years' experience teaching 
English language at a university level. I will analyze each case individually and 
then I will conclude by reflecting on key issues collectively. 
7.1 More Experienced Teacher One (ME1) 
With 26 years' experience teaching language at university level, More 
Experienced Teacher One (ME1) was the most senior participant in this study. 
A distinctive feature of her group was that some of the students, who had 
failed English 2, were retaking that course. The most significant feature of 
ME 1 's lessons was the use of worksheets alongside the textbook. The main 
features of her course are shown in Table 7.1 
Table 7 1 The main features of ME1's course 
Course Level English language 2 
Course Length Eight weeks 
Materials set out by school New Headway Pre-intermediate 
Number of Students 15 
Materials used in class Textbook set New Headway and worksheets 
Special features Some students were retaking the course 
Course tasks Complete workbooks 
7.1.1 ME1 's teaching approach 
In establishing a framework to discuss ME1's use of instructional materials, I 
first discussed her teaching approach with her, which she described as follows: 
I don't have a name of the approach 1 use ... 1 usually use a combination 
of direct method and use the four skills with a lot of guessing to the 
answers that I expect from students ... 1 let the students use English 
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as natural as they can by exposing as much English as possible 
(ME1 :11). 
In her actual practices, ME1 followed a teacher-led, textbook-based approach 
with grammar focus, in which the most used materials were the official book 
and worksheets. Worksheets were photocopied materials (i.e. grammar 
exercises, pictures) obtained from various sources. 
To get a picture of her actual practices and use of materials, an extract of my 
field notes taken during a lesson using worksheets is presented below. The 
aim of the lesson was the 'simple present and present progressive'. 
ME1 began the session by marking her register, then she introduced the lesson 
writing on the board and repeating, as she was writing 'Simple present and present 
progressive. Then she asked to the class 
ME1: Do you remember the present simple, the formula? 
Student: person + verb + complement (the teacher wrote on the 
board as the student dictated the formula). 
ME1: And the formula for present progressive? (nobody 
responded, students looked at each other) Class!? 
What is the formula? 
Student: person + verb be+ ing +complement (teacher wrote the 
formula on the board). 
ME1: Tell me more about the present progressive, (pointing to the 
formula) 
Student: About the grammar structure? 
ME1: Yes, how do we know it is present progressive? 
Student: Because we use 'ing' verbs? 
ME1: Fine how do you know it is present simple? (nobody replied, 
the teacher then explained) We use simple present when 
we ... (she explained the differences between present simple 
and present continuous for a few minutes. When she 
finished explaining said) Ok, I have some copies ... 
(she gave a bunch of worksheets to the one of the 
students, (see sample Appendix 10), and said), please pass 
them (when everyone had got a set of worksheets she 
asked) Could you read the question part? ... Enrique, Please! 
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Enrique: Simple presenLDoes Bob like tea? .. (see Appendix 
8)(Enrique read the exercise and then other students taking 
turns continued to read the exercises from the table. Once 
they finished ME1 said). 
ME1: Do you have any questions? (nobody replied. Good!, now we 
are going to answer the exercises (the students then 
answered the exercises from the worksheets, while the 
teacher monitored the activity. When they finished, ME1 
again asked the students to read the answers. So the 
students taking turns read their answers aloud. When the 
activity was over ME1 asked, Do you have any questions? 
(as nobody responded, so she said) Ok, we are going to 
have some dictation. The teacher then moved on to the 
dictation activity. (ME1 :02) 
The observational extract shows a lesson using worksheets and gives the 
reader a sense of what ME1 's lessons were like. The extract shows a 
grammatical explanation with controlled practice drawing on materials 
generated and provided by the teacher. There is a clear gap between her 
actual practices and her claimed combination of direct method and skills 
development, suggesting that at least with the group observed in this study, 
ME1 decided not to follow her stated professed approach. 
With this insight into ME1 's practices, I explored with her the key features of 
her group. She explained: 
my students are not in the right levels, and this has been a problem ... 1 
am struggling with two different kinds of levels and I am struggling with 
the dates that we are supposed to match with the mid-term exams and 
the final exams ... 1 am struggling with the students that do not even 
speak, and they are going to become teachers ... 1 am working with 
attitude problems and I am working with skills that are not into practice 
(ME1:12). 
Taking into account ME1's long experience at the faculty, it was interesting to 
hear that her teaching situation was problematic for her. ME1 's actual 
challenge was to deal, in addition to her English language 2 students, with 
students who had failed the previous course. These retaking students 
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constituted almost half of her group. My experience working in that context 
suggests that what ME1 found unusual and challenging was to cope with two 
distinct kinds of learners. In cases where there are several of these students, 
they are normally grouped into a special class. 
Also relevant was the issue she raised about the 'dates'. This referred to 
pressure of time she was under to accomplish the course aims, which was a 
recurrent issue among all the LETs. In general, most teachers felt that they 
had insufficient time to accomplish not only the aims of their courses, but also 
a number of academic and administrative tasks. Next, I discussed with ME1 
her opinion on the role of materials in her practices. 
7.1.2 Materials in ME1's lessons 
She described the role of materials as follows: 
... they (materials) have worked for me ... with students that are 
sometimes behind or who don't understand quite well ... of course the 
materials are so important to the students, the size, the colour, clearly 
visualized etc. this makes the teaching and learning process 
easier ... materials help me a lot, I would say 90 per cent of the class 
because students' styles are more like observing, listening and very 
teacher dependent so I try to use different activities with different 
materials but I most focusing on their needs (ME 1 :11). 
Interestingly, she found teaching materials helped her deal with the kind of 
problems she was facing with her learners. She specifically asserted that her 
materials worked well with students who struggled to understand the lessons, 
as in the case of some of the learners in her class who were retaking the 
course after having failed previously. 
She also suggested that she relied heavily on materials; which was observable 
in her practice, where she spent most of the class time carrying out activities 
that drew on both the textbook and her worksheets. 
I then asked her what the most important materials in her lessons were, and 
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she stated 'I would have to say worksheet exercises' (ME1 :11). As commented 
on above, she used the term 'worksheets' to refer to whatever photocopied 
materials she used in her lessons, such as grammar exercises, readings, 
pictures and games. 
It was interesting to hear that worksheets were the most used materials in a 
context where the textbook was the official material, as the official book might 
have been expected to be the most important material in her lessons. ME1 's 
worksheets were not different in nature to the handouts used by LE3, as 
discussed in Chapter 6, who similarly provided a set of copies to his students 
every lesson. The difference is that in LE3's case, handouts completely 
replaced the textbook. 
Also in relation to the use of materials, I explored the freedom that ME 1 felt to 
draw on her own materials: 
I am very happy with this freedom because I have worked in many 
universities that they don't want to see other books except their own 
textbook (ME1 :11). 
ME1's comment show that she felt as free as the LETs to make decisions 
about the use of materials, and suggests that there may not be adequate 
mechanisms in place at the institution to monitor teachers' use of materials. 
7.1.3 Rationale for using worksheets 
Since ME 1 claimed she drew on worksheets as her main materials, I asked her 
how these materials were helpful in her lessons: 
... as soon as I give the theory of a grammar point (from the textbook) I 
have to jump into the practice (with worksheets), to have a little bit 
more clarified or understood or ... to have the grammar instructions a 
little more clear with the examples ... most of the times I use a lot of 
diagrams, charts ... something that they have to see ... so when I give 
them practices, activities, exercises, material has to do with 
magazines, newspapers, and books, it has to be authentic (ME 1 : 11 ). 
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ME 1 's strategy clearly indicated that she drew on the textbook to introduce the 
target topic of the lessons, and then drew on her own materials which she felt 
helped take her explanations further and which she believed provided clearer 
grammar examples and practice than the textbook. She summarized the role 
of worksheets by saying 'I'd say (worksheets) reinforce the objective that I am 
teaching that day'. Certainly the worksheets did strongly support her use of the 
textbook, while at times they completely replaced the textbook. For instance, in 
one of the four observed lessons (see extract above), ME1 used solely her 
own worksheets throughout the lesson. 
Besides the practice and clearer exercises, ME 1 felt that her worksheets were 
more attractive than the textbook: 
... 1 think it is just because it is a different activity, I am not discarding 
the book but since we spend a little time in the book I think by just 
giving the worksheets is like they know that they are going to do 
something different...in the summer I mean 4 hours I have to activate 
them ... giving them different activities with different materials. 
(ME1 :13). 
ME1 made clear that worksheets were central to her lessons and that, in fact, 
she used them often. What is not clear, however, is whether she had found 
any more benefit from her own worksheets than she did using a textbook set 
like 'Headway'. Since ME 1 used the textbook briefly in her practices, I explored 
her particular views about this material. 
7.1.4 ME1's perceptions about the official book 
ME1's comments about the book were: 
Whatsoever it is obligated that we have to use certain book ... 
sometimes they (coordinators) don't even ask for opinions .. .'do you 
agree with this textbook?, how do you see it? what do you need?' and 
many times they end up choosing a book for us, for the teachers, and 
then that makes it a problem ... it makes it a problem because teachers 
are not happy with the book, so we have to look for other 
complementing materials (ME 1: 11 ). 
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ME 1's comments indicate that she felt forced to follow a textbook she was not 
asked about, and certainly reflect some tension due to not being involved in 
the selection of textbooks. In this regard, she felt this issue also affected other 
teachers at the faculty. 
Besides the textbooks that ME1 felt were imposed by the authorities, I asked 
her about other contextual issues that she felt influenced her use of materials. 
7.1.5 Contextual factors and ME1's use of materials 
On the subject of the contextual constraints on her use of materials, ME1 said: 
I am not very happy with our resources that we have in the university 
so I have to search for more materials, because the time goes by and 
they (materials) are not updated!' ... we have a materials' room where 
we still have material from 1999, it's out of fashion, it's not updated ... it 
would be interesting if someone could give us more information of how 
to use materials, or have a specific seminar for students and for 
teachers, I think that would be great to keep our material updated 
(ME1 :11). 
The resource centre certainly did not contribute much in support of the 
teachers' work, and in fact most of staff reported through the questionnaire -
see Chapter 5 - that most of the existing materials at the centre were out of 
date. 
To make sense of the drawbacks that ME1 perceived about the resource 
centre and how these affected her use of materials, I should note that, at the 
time of carrying out this study, most materials at the centre were neither 
classified nor catalogued, and thus when teachers needed materials, they had 
to find them themselves. 
Closely related to the practical use of materials, ME 1 also felt that the 
classroom facilities also affected her teaching: 
... 1 hardly use any internet resources because another problem is that 
most of the times in our classrooms either they (computers) don't 
function or we don't have them ready ... another teacher leaves it open 
or on and something happens to it and it is this chain that continues 
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no?.1 would love to do new things with it but unfortunately like I said 
every classroom that I have something is not in function and that 
doesn't motivate me at all (ME1 :11). 
ME 1 felt affected by the malfunctioning equipment in classrooms, which was 
understandable since most computers at the faculty, at the time of this study 
were undertaken, dated back to the mid 1990's. On the other hand, it was 
surprising that a senior teacher such as ME1, who had a private cubicle 
equipped with computer and printer, found it difficult to develop her own 
materials. Another factor that ME 1 also felt affected her practices was her 
students' lack of materials. In her group, most of the students used a 
photocopied version of the textbook, a few others used the original book, and a 
very few had no materials at all. In this respect she said: 
Well, it is a rule that they need to use textbooks ... They must have the 
book! ... and I usually make them have copies, and when they do not 
have a book I tell them to sit besides someone that has the book or the 
materiaL .. I don't wanna make this like a big detail but it does bother me 
of course! It does interrupt! (ME1: 12). 
ME1 evidently understood that it was compulsory for learners and for herself 
to take their textbooks to the class, although it was unclear to what extent the 
students' lack of materials affected her own use of materials, particularly when 
she used the textbook very little. It is possible that her infrequent use of the 
book had led some students to feel that even a photocopied version of this 
material was unnecessary. Overall, the students' lack of materials and the 
unreliable internet facilities were contextual factors that ME1 claimed limited 
her use of materials, but, which, in practice, did not really seem to affect her 
lessons. 
7.1.6 Conclusion 
To conclude this section, I outline relevant outcomes from ME1's use of 
materials that in the following chapter I will discuss further. 
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The most relevant theme in ME 1's practices was her use of worksheets along 
with the textbook. Similar to all the LETs, ME1 exercised her sense of freedom 
to incorporate supporting materials into her practices. This indicates that 
teachers found the conditions in the department enabled them to make 
autonomous decisions about their materials. 
From ME1's comments about her use of worksheets, it is possible to identify 
key features of her work that influenced her instructional decisions. 
Worksheets, consisting of photocopied exercises, were the most important 
materials in her lessons. The main benefits she identified in the use of 
worksheets were that they provided further grammar explanation and practice 
exercises, and that they were distinct from the textbooks. Textbooks, on the 
other hand, were used to introduce the lesson topic only. Other issues not 
directly related to the use of worksheets, but which were raised by ME1 and 
could have influenced her decisions include the following: that some learners 
were not in the right place, creating a mixed ability group; that the resource 
centre provided obsolete materials; and that leT equipment in classrooms was 
often broken down. ME1's case provided insight into METs' use of materials, 
and into issues that will later be examined in comparison with the LETs, and 
discussed further in the following chapters. 
7.2 More Experienced Teacher Two (ME2) 
With 17 years' experience teaching English at university level, ME2 was the 
youngest of the more experienced teachers. She used student-led 
presentations as the main feature of her lessons. A distinctive feature of ME2's 
group was that all the students were retaking English language 3. The main 
features of her course are shown in Table 7.2 
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Table 7 2 The main features of ME2's course 
Course Level English language 3 
Course Length Eight weeks 
Materials prescribed by New Headway Intermediate 
school 
Number of Students 7 
Materials used in class Textbook set used by the teacher, and a range 
of materials used by students 
Special features Student-led presentations 
Course tasks Five presentations and one project 
7.2.1 ME2's teaching approach 
In describing her teaching approach, ME2 explained that 'I have tried to use an 
eclectic method with them, sometimes I have to observe them, then focus and 
try to use something in specific according to their needs' (ME2:11). To make 
sense of how this approach worked in practice, I present an extract of my field 
notes taken during one of her lessons that made use of the textbook. The aim 
of the lesson was to teach the future tense. 
ME2 arrived about 30 minutes late as usual along with other two students, while other 
three students were waiting for her in the classroom. She entered into the room 
holding a cup of coffee. She sat on her chair and had a brief chat with the students, in 
Spanish. After few minutes she asked them to set their chairs around her desk. The 
students did as she asked. Surrounded by the students, ME2 began the lesson. She 
opened her textbook and asked the students to open theirs, then she asked: 
ME2: Do you remember what we talked about yesterday? (nobody 
responded, students looked at each other, then she said). 
Open your books on page ... it is about the future (Students opened 
books). 
Student 1: Que pagina dijo maestra? (What page did you say teacher? a 
student asked. The teacher was about to introduce the lesson 
topic when a late student (girl) dropped into the classroom holding a 
baby in her arms. ME2 stopped the lesson while everyone 
greeted the arriving student. Then, one of the students asked to 
hold the baby, so the baby was passed to her and soon the 
baby was between the students and everyone including the 
teacher, were cuddling the baby. The conversation was all in 
Spanish. Everyone was asking about the baby. This interruption 
lasted over 10 minutes. ME2 then said (trying to grab her students' 
attention ). 
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ME2: Ok!! answer these exercises! (she showed her book to the students 
and asked them to complete some exercises. In the meantime two 
other students continued to talk about the baby in Spanish. Other 
two students then began to talk about thefts in the school area in 
Spanish too. Everyone's attention was caught by the topic about 
thefts, so the students stopped doing the exercises. Soon 
everyone's attention, including ME2's was on the topic of thefts and 
the conversation turned into that topic and it went on for over ten 
minutes. The teacher in the meantime was marking her register, and 
taking some notes and occasionally looked at the students but said 
nothing. After few minutes of hearing the students and trying to get 
them back into the lesson asked). What will you be doing in ten 
years? (nobody responded) What will you be doing in ten years!? 
(said aloud). 
Student 2: Voy a tener mi propio negocio ('I will have my own business', a 
student responded). 
Student 3: Que vas a vender? (What will you sell?) (suddenly other student 
asked) 
Student 4: Maestra voy a presentar mi tema? (Teacher, willi have my 
presentation? One of the girls suddenly asked) 
ME2: (noticing the student was ready to have her presentation, she said) 
Ok, complete the exercises at home and we will check them 
tomorrow. Now we will have a presentation. Socorro are you 
ready? Socorro, who has a chart ready for her presentation replied 
Socorro: Yes (The lesson then moved on to the student's presentation) 
(ME2:02) 
The extract above gives an illustration of ME2's lessons. It shows a review of a 
previously taught topic, using the textbook. Even though the disruptive 
situations observed during the lesson were not identically replicated in other 
lessons, they are representative of the environment and atmosphere observed 
during ME2's lessons and therefore permitted by her teaching practices. Also 
distinctive was the casual and familiar interaction with the students, sitting 
around her desk, which gave the sense that the lessons were friendly 
conversations rather than language lessons. Another feature was the use of 
the teacher's material, which was totally textbook-centred, with even basis 
materials, such as the board, unused during her lessons. 
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In describing her teaching approach ME2 explained: 'I have tried to use an 
eclectic method with them (students), sometimes I have to observe them, then 
focus and try to use something in specific according to their needs' (ME2:11). 
She then talked about the rationale for this eclectic approach saying: 
I think that it has been developed over the years. Sometimes I plan 
something but it didn't work so I have to modify a lot sometimes ... in 
some cases the lesson that I planned for the class during the day has 
to be improved or changed because of the kinds of students I have ... 
sometimes they are very passive and you have to modify your 
strategies, that's when I think it goes to eclectic, I have to get materials 
from other parts to create something that can help me to develop in a 
better way the lesson (ME2:11). 
Despite her opinion, ME2 did not draw on her professed approach, instead 
following a combination of student-led presentations and teacher-led lessons 
where the book was the main material. The discrepancy between the teacher's 
claims and her actual practices was a common feature of the work of most 
teachers in this study. This is a point I will return to discuss later. 
ME2 also explained how she formulated her teaching approach: 
... at the beginning of the course they (students) told me they had a 
concern about speaking in front of the class, and I set two specific 
activities (presentations) .. .in the first one they have to decide the topic 
and materials and everything. The other ones are the same kind of 
presentations, are related to readings or some of the reading topics in 
the units (textbook) and they, I think they accepted and they liked the 
idea (ME2:12). 
Even though ME2 was aware that the aims of the course were set by the 
institution, she decided to negotiate part of the course goals with her students. 
It is interesting that she had done so, knowing that the students were retaking 
the course and were in critical need of language learning support. Thus after 
hearing her students' concerns she set the following as the aim of the class: 
I think the main point is to achieve the course objective which is, not 
being so nervous in front of the class, that is the most important 
(ME2:12). 
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ME2's decision to follow an approach centred on the learners had a significant 
impact on her teaching. In respect to her teaching, I asked her opinion about 
the relevance of instructional materials in her lessons. 
7.2.2 ME2's views about materials 
ME2's views on materials were that: 
They are necessary, obviously you as teacher have the knowledge but 
sometimes you need tools to develop your knowledge in a better way, 
so for me the materials are important, it could be a book, or a dictionary 
or sometimes pictures or paintings that can create a good environment 
of the knowledge we are talking about. .. 1 try to use most of the times 
real ones, real materials, realia or magazines (ME2:11). 
Despite suggesting that she drew on a range of materials, in the observed 
lessons ME2 used only the textbook and the students' presentations. In 
relation to her claimed selection of materials, I asked about the freedom she 
felt to use materials and she noted: 'I think I have complete freedom, the 
textbook is already set out by the school, but other materials, I can change 
them whenever I want' (ME2:11). 
We thus have a situation where the teacher felt she had freedom to use a 
range of materials, although in practice she was observed using the set text 
only. One reason that very likely led to her relying so heavily on the textbook 
was the central assessment, which, as explained in Chapter 2, was textbook-
based (ie the examinations by which English courses were assessed were 
based heavily on topics and exercises appearing in the set textbook). This 
could well have been the motivation behind the importance given to covering 
the text in class. 
Observing that the textbook was the main material in ME2's summer course, I 
asked her about her particular views relating to this material. 
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7.2.3 Textbooks in ME2's lessons 
ME2 described the role of the textbook in her lessons by saying: 
Well, as it is like obligatory, I have to use this, it is like the rule in the 
school, and there is no a specific programme. The book is like the 
programme (ME2:12). 
ME2 was not the first teacher to talk about the compulsory use of the textbook, 
nor was she the first who acknowledged that the textbook was the programme 
(syllabus) - both LE1 and ME1 had also raised these issues. What was 
surprising, though, is that such an experienced teacher still believed that the 
faculty did not have an official programme, when the syllabuses of all the 
courses are integrated as one document which is available to all the teachers 
at the LEMO. My experience in this regard suggests that most teachers do not 
use the syllabus as a guideline for their lessons, using the textbook as the 
syllabus instead. 
Talking about the utility of the official book in her lessons ME2 explained: 
I think it is very important for me ... 1 try to fit the objectives from the 
programme with the contents from the textbook, and it works very well 
for me ... in specific this book is not designed to fit into our context ... in 
some parts I think like 60 or 70 percent match with the syllabus, in 
some others obviously I have to adapt some other materials ... to make 
or to reach the point of the lesson, but definitely it is important 
(ME2:11). 
It is worth noting that ME2 had claimed the book's objectives did not match the 
programme, when she had earlier affirmed that the faculty did not have an 
official programme. These kinds of discrepancies will be discussed further in 
the discussion chapter. 
In explaining how she drew on other materials to complement the official book, 
ME2 commented that: 
What sometimes I do when I like any topic that is in the book, I develop 
the exercise as it is presented but also if I can get some other 
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supporting materials. I take the book's material out and I develop it in a 
different way, for instance when we talked about Picasso and 
Hemingway, I took them away and used the students' favourite 
painters and writers (ME2:11). 
Of the techniques that ME2 claimed to use to enhance her teaching of the 
lessons from the book and the range of materials that she stated she used in 
her practices, none, except the very simple use of the textbook I have 
described, were used during the observed practices. 
Her actual use of the textbook was very easy and practical. She moved directly 
to the specific grammar sections, and, in a few minutes, covered the aim of the 
lesson. In the observed lessons, she neither used the audio tapes to practice 
listening, nor worked on other sections from the book, instead focusing solely 
on grammar. This strategy allowed her students have plenty of time for their 
presentations. 
7.2.4 Contextual factors and ME2's use of materials 
Given the influence of contextual factors on other teachers in this study, I 
asked ME2 about any contextual factors that she felt influenced her use of 
materials. She identified two - 'I think the students' background and the class 
time' (ME2:13). On the first point, she explained: 
The problem with the students was not their level, but their personal 
problems; through these weeks they have faced problems that are 
affecting the class, for example today only two of them arrived because 
the others had to work. One of them is pregnant, there are two other 
girls who have babies, one recently had a baby and the only boy is 
having problems with his father, and this Wednesday his car was 
stolen. I have never had a group like this. In this case all the students 
are having a lot of issues, it was like a psychological problem for me 
(ME2:13). 
The students' background, which was an issue only mentioned by ME2, was a 
matter of serious concern to her. She felt that her students' personal problems, 
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each of which she was aware, hindered her teaching. She illustrated how her 
students' issues affected the course of her lessons. 
I have tried at the beginning to speak in English but they switch into 
Spanish ... 1 think this is one of the pOints that I don't like, because if you 
stop you never continue with the class, not with them. If you let them 
talk about their problems they continue on (speaking in Spanish), it is 
strange (ME2:13). 
ME2's actual challenge was to keep the students engaged in the lesson. She 
suggested that, once the lessons were disrupted, it was difficult to bring the 
students back to the lesson. We can therefore assume that a number of 
course aims were unaccomplished (see extract ME2:02 above). Indeed in 
most of the observed lessons, I noticed that the students took any opportunity 
to interrupt proceedings to talk about their personal concerns. This behaviour, 
allied to the time consumed by tasks such as the class presentations, as noted 
above, became obstacles to the accomplishment of her course objectives, a 
situation which made her feel disappointed. 
ME2 also felt that the schedule allocated to her course was a disadvantage: 'It 
was really, really hard for me, entering at seven in the morning, I couldn't arrive 
on time, I tried but I couldn't' (ME2:13). Certainly, ME2 did not begin any of the 
observed lessons on time, beginning on average 30 minutes late. Furthermore, 
some of her students arrived later than her. Her opinion, combined with my 
observations, thus suggest that she struggled with tardiness throughout the 
whole course. 
Since the lack of time available to accomplish ME2's goals was a major 
concern to her, it is understandable, that tardiness, along with the students' 
frequent disruptions, the students presentations and the length of the summer 
term, were all, taken together, factors that ME2 felt hindered her ability to teach 
the complete contents from the set textbook. 
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7.2.5 Conclusion 
I conclude this section by highlighting key findings from my exploration of 
ME2's use of materials. 
The most important theme in ME2's practices was the use of the textbook 
within the context of a student-led approach. Similar to other teachers, she 
described having complete freedom to use materials, and evidently to also 
make decisions about her teaching. From her comments about the use of the 
textbook, a number of issues were highlighted. She felt that the textbook was 
the most relevant material in her teaching, the book was actually the only 
material used in her lessons, although she felt that she lacked sufficient time to 
address the textbook's objectives. Other personal perceptions that may have 
influenced her use of the textbook include: she felt the book was inappropriate 
because it only partially matched the aims of her course; the schedule 
allocated to her course was a drawback (Le. starting at 7 am was too early); 
the students' frequent disruption of her lessons affected her teaching and she 
felt unable to keep the students on task. Overall, the situation described by 
ME2 and observed in her classroom was a case in which the teacher's use of 
the textbook was largely shaped by her students' presentations and their 
frequent disruptions. Her use of the book was, as she described, limited in 
terms of time, although it was also was limited in terms of methodological 
resources (Le. absence of activities and skill practice). I also need to note the 
discrepancies between her claims and actual practices in relation to materials, 
which will be discussed in the next chapter. 
7.l More Experienced Teacher Three (MEl) 
With 23 years' experience teaching at University, ME3 was the second most 
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experienced teacher in this study. The most distinctive feature of her teaching 
was her adherence to the official book and the institutional guidelines. The 
main features of her course are shown in Table 7.3 
Table 73 The main features of ME3's course 
Course Level English language 8 
Course Length Eight weeks 
Materials prescribed by the Streamline Advanced 
school 
Number of Students 18 
Materials used in class Set textbook set mainly, as well as audio tapes and 
worksheets 
Special features Advanced learners 
Course tasks Complete students' book and textbook exercises 
7.3.1 ME3's teaching approach 
To make sense of ME3's use of materials, I first asked her about her approach 
to teaching English: 'My teaching approach has to do with my teaching 
philosophy, I combine my personal experience with some other authors. I 
guess my approach is to develop formal and informal learning with the 
students' (ME3:11). Then she added 
My approach is that I try to talk to them and I emphasise the 
instructions a little bit to make them as simple as possible. So once 
they know what they have to do, then I feel they can work on their 
own ... 1 do not have to tell them look up in your dictionary, they do it 
themselves. I have the idea that I should let them alone (ME3:12). 
Although there are hints in her description that suggest she aimed to 
encourage her students' autonomy, ME3's comments are somewhat vague, 
suggesting she was not certain about the approach she was following in her 
course. It is important to note here that as opposed to most teachers in this 
study, ME3 had worked with the same course (language 8) for several years. 
This fact very likely had helped her develop an approach that, although not 
clearly stated, was clearly observable in her lessons, and which I will bring 
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back into discussion later. In contrast, other teachers had to vary their 
approaches because they taught a range of different courses. 
Similar to LE2 and ME2, ME3 also drew on the official textbook as her main 
material. To make sense of her teaching approach, I present an extract of my 
field notes taken during one of her lessons. The lesson focused on 'building an 
argument'. 
As usual ME3 began the lesson on time. She checked her register very briefly and 
went straight into the lesson. She opened her textbook 
ME3: Exercise 4, page 145 (as she showed the book to the class). 
In exercise 4 we have some quotations on the bottom. You 
are going to try to paraphrase them in your own words ok? 
Susana, can you read the first quotation? 
Susana: 'The sovereign invigorator of the body is exercise, and of all 
the exercise walking is best' 
ME3: Ok, the next one please (pointing another student) 
Student: 'Health is a blessing that money cannot buy' 
ME3: Ok paraphrase the quotations in your own words. What 
would be the main idea of those quotations? Tell me about 
any of them what is the real implication on the quotes? 
(some students expressed their viewpoints about the 
quotes for a few minutes. Later ME3 said) 
Ok, now I want you to support your opinions. You are going 
to pretend you are student representatives of the LEMO (BA 
EL T). Make a presentation at a meeting to convince 
parents and students of the merits of higher education at 
LEMO. Ok, you can work in pairs (students worked in 
pairs for over five minutes, writing on their notebooks, 
while ME3 monitored the activity from her desk. Later 
she said). Ok, I think you all have finished. (Pointing out a 
student she asked) can you read your presentation? 
Student: Language learning is a very important issue. The students 
in this programme (BA EL T) will have a professional 
development. The students will be in contact with few native 
speakers. The school offers adequate ... (all the students 
read their presentations, then ME3 said) 
ME3: Very good, open your books on page 134 please look at 
exercise two (everyone opened their books) Ok we have 
some words on the top. So you have some gaps where 
you will put those words please work in pairs (students then 
worked in pairs completing the exercise. Later ME3 said) 
Marisol can you start reading exercise two? 
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Marisol: Generally speaking, the working environment is a pleasant 
and safe one ... (The students taking turns read their 
responses, until they finished the exercise). 
(ME3:02) 
To understand the nature of ME3's activities, we need to remember that the 
students she was working with were rather fluent at using the target language. 
The extract above shows a textbook-centred lesson with controlled practice. 
Most of the lesson focused on speaking skills, although writing was also 
practiced in two of the activities. A key feature in her lessons was her 
adherence to the textbook and her observance of the faculty's guidelines (i.e. 
she was very punctual and did not allow the use of photocopied textbooks). 
This surely helped her avoid having problems of lack of time that was an issue 
emerging among all the teachers studied qualitatively. To know more about 
ME3's use of materials, I asked about her views on instructional materials. 
7.3.2 Instructional materials 
ME3's views were: 
I think instructional materials are good because they organize the 
content and therefore I'm organized ... over the years materials have 
helped me a lot, a lot..1 think they have a lot to do with how I teach, It 
could be something that I read in a newspaper, I might try to develop it 
in class ... yeah they are very important (ME3:11). 
She went on to say: 'I think through the materials you develop skills and also 
the language' (ME3:12). In contrast to most teachers in this study, ME3 had 
identified a number of ways in which materials were of benefit and supported 
her teaching. Even though she suggested that she used various materials, in 
the observed lessons she only used the official textbook. In this respect I 
asked her about the extent to which she felt free to incorporate complementary 
materials into her lessons, in response to which she noted: 'weill am restricted 
because of the textbook' (ME3:11). 
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Given ME3's seniority at the faculty, it was interesting to hear that she felt 
restricted by the textbook, especially since, as I discussed in relation the case 
studies of ME1 and ME2, the faculty did not appear to monitor the language 
teachers' lessons, or the materials they used, as long as they achieve the 
course goals. Thus, based on her views about the textbook, I conclude that the 
restriction to which she referred did not refer to an institutional imposition, but 
was rather a feeling of professionalism and personal commitment towards the 
materials prescribed by the institution. 
Given the significant role of the textbook in ME3's lessons, I explored more 
specifically her opinion about this material. 
7.3.3 Textbooks in ME3's lessons 
ME3 said the following about the textbook: 
Well, I feel that I should, if the syllabus says, I should use the textbook, 
I'll have the students learning the content of the textbook, or well I will 
have them trying to learn the content...1 feel responsible that they 
should cover this material ... 1 really have no choice in using the textbook 
if I want the students to pass the course (ME3:12). 
With a vast experience at the faculty, ME3 clearly understood that the use of 
the textbook was compulsory, although her words suggest she followed the 
book because its content formed the basis of the exam. Additionally, she 
believed that the textbook contributed towards the students' learning and felt it 
was a key resource for her learners to pass the course. On this point, I want to 
draw attention to the fact that, although other teachers had also acknowledged 
the textbook was a key resource in their lessons, ME3 was the teacher who 
more specifically identified the advantages and contributions of this material to 
her students' learning and language skills. 
Despite the importance of the textbooks in ME3's lessons, she had identified a 
drawback in the particular textbook she was using in the summer term: 
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I think, I will tell you the truth, I think the book is for a private institution, 
I mean it is like for business students who are going to work in a 
company, maybe Volkswagen, I don't know ... 1 think the book we use is 
of proficiency ... 1 think the book is chosen without taking into account 
the previous steps to get to that level and that's one thing that I think is 
inappropriate (ME3:12). 
Even though ME3 was committed to using the official book, her opinion 
suggests she disagreed with its use because she felt it was not appropriate for 
her learners. This issue about the inappropriateness of the textbook was 
raised by most teachers in this study. The fact that ME3 had identified some 
particular drawbacks in the official book and suggested that the authorities 
were not careful in their choosing of the textbooks, may indicate that she felt 
unhappy using the official material. In fact, most teachers felt displeased at not 
being involved in the selection of textbooks. At a staff level, more than half of 
the teachers reported through the questionnaire that they were not involved in 
the process of choosing textbooks. 
7.3.4 Contextual factors and ME3's use of materials 
Closely related to ME3's views about the unsuitability of the textbook, she had 
a concern about a mismatch she had identified between the institutional 
assessment and the content she was teaching in her lessons. In this regard, 
she noted, 'definitely the tests do not reflect the syllabus' (ME3:13). In 
explaining further the gap between the content of the officially prescribed 
textbook and the institutional tests she explained: 
I think the problem here is the evaluation and the exams. I think the 
problem is that if we have in the book let's say speaking, reading and 
writing, and this is what they practice, it would help a lot not to have the 
pressure of 50 items of grammar, you know? ... evaluation that follows 
European framework, sometimes is very different from what we teach 
in the classrooms (ME3:13). 
To make sense of the problem that ME3 describes, it is important to note that 
the assessment of the language courses at the faculty has traditionally had a 
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grammar focus; 50 items of grammar are included in most tests, regardless of 
the aims of the language course itself. In ME3's particular case, where a 
business-oriented textbook was being used, she found that the grammar items 
were inappropriate. Thus, it seems that the fact of having grammar-focused 
tests is precisely what she found distressing. 
My experience teaching in this context indicates that even though various 
textbook series - not all grammar focused - have been adopted over the 
years, the tendency of generating grammar focused tests by the assessment 
department continues to be a driving force in test design. The fact that the BA 
EL T students are being trained to be teachers has led some LEMO teachers to 
feel that courses should focus on grammar. Conversely, other teachers believe 
courses should focus on the students' proficiency. This tension is discussed in 
Chapter 2. 
ME3 was indeed the only participant who openly talked about the institutional 
assessment. This is not surprising, since grammar focused tests were 
convenient for most language teachers (Le. some only used the grammar 
sections of the textbook). This may perhaps explain why most teachers, 
including those in this study, followed grammar focused approaches. 
ME3 also found that the condition of the classroom equipment also hindered 
her efforts to use other materials. In this respect she said: 
I think what is missing here is that we have the newest tv screens, for 
example but...my computer doesn't work! and they (staff) took away 
the whole computer, so I don't have any computer now, the equipment 
needs maintenance. My comment here is that teachers are not careful 
with the materials in the classrooms, I mean with the technology 
(ME3:11 ). 
To make sense of ME3's comments, I need to note that at the time of 
undertaking this study, all the classrooms at the faculty were being equipped 
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with new television screens, although most of the computers were in general, 
outdated. In regard, she add 'nobody tells us, or there are not even 
instructions, for example I would like may be in the classrooms they say how to 
use a computer ... even how to turn it on' (ME3:11). 
The issue of faulty equipment was a theme that emerged among the more 
experienced teachers only. In ME3's case, it was truly a limitation, since her 
classroom did not have a working computer throughout the summer term. 
Beyond ME3's discontent over not having a computer in her classroom, it is 
surprising that she felt lacking in technological training, especially when 
training courses were offered on a regular basis at the faculty. 
7.3.5 Conclusion 
I will conclude this section by pointing out the key findings from my 
investigation of ME3's use of materials that will be discussed further in Chapter 
8. The central theme in ME3's case is the use of the textbook. In contrast to all 
her colleagues examined in this study, ME3 felt she did not have the freedom 
to incorporate complementary materials into her lessons. This suggests that 
even though the institutional mechanisms to supervise the teachers' work were 
not strict, ME3 chose to follow most institutional guidelines. Her opinions about 
the use of the textbook revealed various factors about her instructional 
decisions: she valued the textbook as an instructional tool; she chose to follow 
the book because it was prescribed by the syllabus; and, she believed strongly 
that the book helped her students pass the course, learn language and 
develop skills. Conversely, she had some personal reservations about the 
textbook. She felt it was not appropriate for both her course and her students, 
and suggested that the book had not been carefully selected. Other drawbacks 
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that she perceived in the teaching context included the idea that the grammar 
focused tests were aligned with neither the aims of her course nor the 
textbook's contents. 
7.3.6 Main findings across MET's 
I will conclude this chapter by providing a summary of key issues identified in 
ME1, ME2 and ME3's practices. I comment on some issues individually and 
collectively. 
The dominant theme in the three METs is clearly the use of textbooks. Despite 
the differences in their claimed approaches and materials, the textbook was 
always a relevant tool in their teaching practices. From their opinions we 
identify some key issues that shaped their use of the textbooks: Despite ME 1 
and ME2 indicating that they felt free to use different materials in their 
practices, they chose to use the textbook (only ME1 incorporated worksheets 
as important class material); they felt the use of the book was compulsory; and 
they relied on the book because they felt it would help their students pass the 
centrally designed tests. 
The METs felt that some features of the textbook were inappropriate for their 
learners, such as the fact the textbooks' contents were not aligned with the 
aims of the SA EL T, and that the institutional tests did not match the contents 
of the textbooks. 
Other secondary views that the METs held about teaching materials included 
the following: the resource centre held obsolete materials; leT equipment and 
facilities were inadequate or not working; the time allocated to the summer 
course was too short; conversely 4 hour lessons were too long; the students' 
background influenced teaching; and, in all three cases, the teachers' opinions 
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suggested possible resistance to the fact that they were not involved in the 
selection of the official materials. Generally, METs' cases provided insight into 
a number of factors that influenced their instructional decisions. 
All the findings from LETs and METs will be discussed further in the following 
two chapters. 
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CHAPTER 8: DISCUSSION OF FINDINGS 
Introduction 
The aim of this chapter is to discuss the ways in which the findings address 
the goals of this investigation. It is also hoped that in the light of the literature 
and other related studies, the discussion will help make sense of the rationales 
underlying teachers' use of materials. 
The chapter first discusses how the quantitative findings informed the 
qualitative stage (a broader discussion of quantitative findings is provided in 
Chapter 5). The discussion then focuses on the qualitative findings and 
similarly makes clear how these address the research questions. The 
qualitative findings, which represent the core contributions of this study, are 
examined in the light of six themes as follows: 1) gaps between teachers' 
stated beliefs and actual practices; 2) teachers' use of textbooks; 3) use of 
complementary and alternative materials; 4) teachers' conceptions of freedom 
(to choose materials); 5) contextual factors and teachers' use of materials, and 
6) distinctive features of the METs' and LETs' use of materials. I conclude this 
chapter by reflecting upon the significance of this research to the context under 
study and to other similar contexts elsewhere. 
8.1 Review of the aims of the study 
As stated early in this study, much has been written about the design and use 
of instructional materials, but very few stUdies have explored how language 
teachers use those materials in their teaching settings. In response to this gap 
in the literature, this study examined how teachers use instructional materials 
on a BA EL T in Mexico. Drawing on quantitative data, the study first explored 
the staff's views about their use of materials. Then, drawing on qualitative 
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data, the study examined the practices of a sub-set of six teachers, three more 
experienced (METs) and three less experienced teachers (LETs), and 
identified what factors - cognitive and contextual - influenced their 
instructional decisions. 
8.1.1 Research questions 
The research questions for this study were: 
Main question: What are the cognitive and contextual factors that underlie 
the teachers' use of instructional materials (mainly, but not exclusively the 
textbook) on a BA EL T at a Mexican university? 
Specific questions: 
1.- How does methodology of the textbook influence the teachers' practices? 
2.- What are the cognitions underlying the teachers' use flack of use of 
textbooks? 
3.- What are the rationales behind teachers' use of materials other than 
textbooks? 
4.- How do contextual factors influence the teachers' use of EL T materials? 
5.- With reference to the above questions, are there any variations in the 
practices and cognitions between more and less experienced teachers? 
The discussion below sheds light on how both the quantitative and qualitative 
findings addressed these questions. 
8.2 Quantitative findings 
Quantitative findings helped understand teachers' use of materials at three 
points throughout the study: First, during the collection of qualitative data: At 
this initial point, findings reported generally about teachers' use of materials 
across the staff, these opinions included the views of the teachers examined 
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qualitatively. Later in the study, the questionnaire findings informed the design 
of the interviews. These findings helped focus the interviews on key issues 
related to the teachers' actual use of materials. 
Finally, quantitative findings helped make sense of qualitative data. This 
means that whilst qualitative data were analyzed, quantitative findings were 
brought up to help make sense of teachers' use of materials. For example 
when LE1 talked about the most relevant materials in his lessons, he affirmed 
were internet-based. When his opinion was contrasted with the staff, we knew 
he was the only teacher across the institution who acknowledged those 
materials as the most relevant in his practices. 
Further information about quantitative findings is provided in Chapter 5 where 
these findings are discussed and are summed up in Chapter 9. 
8.3 Qualitative findings 
Qualitative findings were obtained by examining the practices of a sub-set of 
six language teachers and shed light on a range of factors - cognitive and 
contextual- that shaped teachers' decision making, and are the main focus of 
this chapter and this study. 
As stated above the qualitative findings are examined with regard to six 
themes which emerged throughout the study. The themes and main qualitative 
findings of the study are summarized in Table 8.1 (Appendix 11). The table 
illustrates the qualitative findings (themes) in relation to the six participants. 
To facilitate the discussion, the table has been broken down into the different 
themes and each will now be discussed in tum and in relation to the research 
questions outlined early in this study. It is worth noting the research questions 
will not be answered in the order they were addressed. This means that 
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answers will emerge as we go through the discussion of the various themes 
listed above. It is also critical to say that the themes under discussion are not 
related to one specific research question , but in some cases, they address 
more than one research question. 
8.3.1 Exploring gaps between teachers' beliefs and practices 
This initial theme examines the gaps between teachers' beliefs , and the 
teaching approaches and materials that teachers actually used in their 
practices. This section thus helps understand teachers' rationales for using 
materials other than textbooks examined by research question three. In 
exploring teachers' use of materials and their approaches to teaching, a 
number of gaps or discrepancies between the teachers' stated beliefs and their 
actual practices were identified. Table 8.2 illustrates these gaps. 
Table 8.2 Gaps between teac ers wor s an h d d practices 
Teachers Teachers who Teachers who Teachers who 
who affirmed actually followed said they drew actually used 
Participants following a a particular on specific the materials 
particular teaching materials in they affirmed 
teaching approach their lessons using in their 
approach lessons I 
LE1 ./ x ./ ./ 
LE2 ./ x ./ x 
LE3 x x ./ x 
ME1 ./ x ./ x 
ME2 ./ ./ ./ x 
ME3 ./ ./ x ./ 
As the table shows, the gaps found out through the interviews, related 
specifically to the teachers' teaching approaches and the materials they used 
in their language lessons. The first column shows the six participants, while the 
second and fourth columns show the approaches and materials professed by 
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LETs and METs. Columns three and five (shadowed) show the actual 
approaches and materials seen in the observed classes. 
Under the assumption that what teachers verbalized were their actual beliefs, 
this section explores the possible reasons for the discrepancies between what 
they said and what they did in practice. 
Research in the field of language education has often explored the 
relationships between teachers' beliefs and their behaviour (Le. Pajares, 2003; 
Farrell, 2005; Borg, 2006). Over the last two decades, numerous studies have 
examined the differences between teachers' stated beliefs and their actual 
practices (Karavas-Doukas,1996; Farrell and Lim,2005; Phipps and Borg, 
2007 and Phipps and Borg, 2009). Such differences have been referred to in 
the literature using a number of terms, such as incongruence, mismatch, 
inconsistency and discrepancy (Phipps and Borg, 2009; Basturkmen, 2012). 
Research exploring the differences between what teachers say and do has 
identified a number of variables that may cause such discrepancies. Phipps 
and Borg (2009:381) note that 'contextual factors such as a prescribed 
curriculum, and high stakes examinations, mediate the extent to which 
teachers can act in accordance with their beliefs'. Other studies (Farrell and 
Lim, 2005, Karavas-Doukas, 1996) have similarly shown that contextual 
factors such as time constraints and the institutional syllabus may hinder the 
extent to which teachers are able to act in agreement with their beliefs. 
Richardson et al. (1991 :579), on the other hand, suggest that 'the lack of 
relationship between beliefs and practices may indicate that teachers are 
going through a change process', as teachers gain practice and experience 
with each passing year in their careers. Another possible reason for the 
151 
identified discrepancies, based on my perceptions formed during the interview 
stage of this study, is that teachers may have answered the questions 
mechanically as the interviews were going along and as new questions were 
coming up. 
Phipps and Borg (2009:381) suggest that the differences between teachers' 
beliefs and their practices should be seen in a 'positive light, since 
understanding the relationships between teachers' beliefs and their practices is 
essential to understand and improve teachers' work'. In this study, for 
example, discrepancies can be seen as evidence that teachers are able to 
make decisions on the spot, in other words they can behave in response to 
their teaching contexts rather than in-line with their well- established beliefs, 
which, in my opinion, is a positive finding. Overall, discrepancies between what 
teachers say and do may be caused by factors associated both with the 
teachers' beliefs and their teaching contexts. 
A study that shows how teachers' beliefs are not always reflected in their 
practices was conducted by Urmston and Pennington (2008). It explored the 
tensions in the practices of a group of novice language teachers in Hong Kong 
over a two year period after their graduation. Using quantitative data, the study 
reported that as teachers felt that the tests and assessments of the students in 
their institution were not aligned with the prescribed approach, most of them 
decided to follow their own teaching approaches. 
Another study conducted by Karavas-Doukas (1996) explored the 
discrepancies between the institutional communicative approach and the 
approach actually used by a group of 14 Greek language teachers. Drawing on 
a Likert-type attitude scale and class observations, the study showed that the 
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introduction of a new approach was not in-line with the well-established 
theories and beliefs of the language teachers, which in turn caused tension 
between their professed approaches and the approaches they actually used in 
their lessons (Karavas-Doukas,1996). 
In the particular cases examined here, teachers identified a number of 
contextual factors that they felt influenced their instructional decisions. For 
instance, LE1, who acknowledged that textbooks were a core material in his 
lessons, felt that the official textbook in the observed course was not useful 
because it contained a high volume of content for a six week course. He, 
therefore, replaced it with a self-developed collection of materials. Similarly, 
ME 1 suggested that she usually followed a textbook-based communicative 
approach, but in her actual practices, she followed a grammar-based approach 
drawing on worksheets, arguing her students were lower than the expected 
level. LE2 was another teacher who asserted that she adhered to the textbook 
prescribed by the authorities, but in practice drew on a student-led approach 
based on students' presentations because she believed that developing the 
students' teaching skills was the main goal of her language course. 
The discussion so far has helped understand the teachers' rationales for 
drawing on instructional materials. In answering research question three, 
findings showed that even though there were a number of reasons for the 
tensions between teachers' professed approaches and materials, there were 
contextual factors beyond teachers' control (i.e. teachers' selection of 
textbooks; students' background) which strongly shaped their decisions. Later 
in this chapter, I will return to discuss further the influence of contextual factors 
over teachers' practices. 
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8.4 Teachers' use of textbooks 
This section and the following subsections discuss findings about teachers' 
use and lack of use of textbooks. The discussion about teachers' use of 
textbooks fully addresses research question two which explores teachers' 
rationales for using textbooks and also sheds light on how the textbooks' 
methodology influences teachers' work, examined by question one. So far this 
study has provided evidence of the relevance of textbooks to the research 
context, and more particularly to the language courses under investigation. In 
this section, I examine the teachers' rationales in relation to the use of the 
official textbook in the language lessons. Table 8.3 below illustrates the use of 
textbooks in contrast with other materials across the METs and LETs lessons. 
The shaded area illustrates teachers' stated beliefs about the utility of 
textbooks as well as other, not explicitly expressed reasons, which emerged 
over the course of the interviews. The table shows that four teachers (LE2, 
ME1, ME2 and ME3) drew on the official textbook, whilst two other (LE1 and 
(LE3) decided to replace the textbooks with their own materials. 
It is worth noting that not all the teachers who articulated positive comments 
about the utility of textbooks in their practices ended up using them in their 
lessons, as in the case of LE1, who highlighted a number of the benefits of 
textbook use, but eventually drew on what he called an anthology. 
Conversely, not all teachers who identified drawbacks in the official textbook 
replaced it with other materials, as in the cases of ME1 and ME3. This clearly 
indicates that regardless the utility teachers found in the official textbook, there 
were other contextual forces, which are discussed further in the following 
sections that strongly shaped teachers' instructional decisions. 
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Table 8 3 Teachers' use of textbooks 
Main reasons for using textbooks 
Main materials 
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A surprising finding observable in Table 8.3 above was the use of the official 
textbook by all the METs. It was surprising given the METs' long years of 
practice and their experience of working with a range of materials that they 
affirmed using in their teaching practices (i.e. the internet and magazines). In 
contrast, in two cases (LE1 and LE3) teachers exercised their sense of 
freedom to use alternative materials instead of the official textbook. Later, I will 
discuss these two cases separately. 
In answering research question two, findings showed that teachers' main 
reasons for using the textbook were not related to the advantages or features 
of the textbook itself (i.e. grammar content, methodology, colourful illustrations, 
activities, skills practice). Instead, teachers noted other reasons for using 
textbooks which include: 1) the textbook was compulsory for students and 
teachers; 2) the official textbook would help students pass the course; and , 3) 
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the textbook was a course guideline. Additionally, other non explicit reasons 
for using a textbook were suggested during the interviews, and these include: 
1) textbook content would help prepare learners to take the centrally designed 
tests (textbook-based tests); and, 2) the textbook was the course syllabus. 
Paradoxically, the only teacher (LE1) who acknowledged several valuable 
features of textbooks, did not draw on this material in his course. 
Given METs' experience and awareness of a range of materials, I did not 
expect them to make such consistent use of the official materials. Rather, I 
expected them to draw on a range of materials and leT resources in their 
practices. Their actual use of textbooks therefore indicated that, contrary to 
LETs' views, METs found the textbooks were beneficial for them and for their 
learners. It was observed that textbook were easy to handle, especially when 
some teachers had used the same textbooks for a number of years. Such 
experience in using textbooks and tests allowed METs to incorporate 
complementary materials without replacing the official textbook, as seen in 
ME 1 's practices. Overall their familiarity with textbooks and tests was a key 
feature of METs'practices 
In the observed lessons, I noticed that METs did not go through every single 
activity or section in the textbooks, but they taught the topics or points of 
grammar that they felt their students were more likely to find in the tests. Their 
experience and knowledge of the textbooks allowed them to move through the 
books efficiently, teaching the topics that would help the students pass the 
course, despite the limitations of time, which was an issue raised by most 
LETs. METs' long years of practice had surely helped them identify key 
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advantages in the use of textbooks that lead them to use the textbooks as core 
materials in their lessons. 
In regard to research question one, findings showed that the methodology 
suggested by the prescribed textbook did not influence teachers' practices 
significantly, but what actually shaped teachers' use of textbooks, explored by 
research question two, were factors other than the textbook itself (i.e. it was 
compulsory, it would help learners to pass the centrally designed test). 
According to Richards (2001: 1-2), the main advantages of using textbooks 
may include, for example: 1) they provide structure and a syllabus for a 
program; 2) they maintain quality; 3) they provide a variety of learning 
resources; and, 4} they are efficient. These perspectives evidently contrasted 
with the LETs' opinions about textbooks, which were not seen very relevant for 
the particular courses featured in this study. 
A study carried out in the United States explored teachers' beliefs and 
practices relating to the role of textbook material in foreign language teaching 
and learning in beginner-level courses (Willis, 2008). The investigation 
involved 12 beginner-level language teachers, comprising six native and six 
non-native speakers of English. Using questionnaire and interview data, the 
study showed: 1) that textbooks are still a key component in university level FL 
classrooms; and, 2) almost all the participants thought the main contributions 
of textbooks were in terms of vocabulary, culture components and grammar 
structures. As for the utility that teachers found on the use of textbooks, the 
study identified three: 1) the presentation of new material, 2) guided practice 
activities and 3) the transformation of eXisting textbook activities into new ones. 
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In contrast to Willis' study in which teachers followed a range of approaches 
and made minor changes to the textbook, this study identified two teachers 
(LE1 and LE3) who opted for a major modification in their use of the 
prescribed materials. These teachers replaced the official textbooks with 
alternative materials. These two cases are discussed below. 
8.4.2 Replacing textbooks 
In the context of this study, where the official textbook has been the central 
resource in the language courses and has been acknowledged as the 
institutional syllabus and a key reference for assessment, two teachers (LE1 
and LE3) replaced the official textbook with their own materials. In regard to 
research question two which examines teachers' cognitions underlying 
teachers' use and lack of use of textbooks, this section examines two cases in 
which teachers replaced the prescribed textbook with their own materials. In 
both cases, the teachers shared similar opinions about using textbooks and 
also expressed particular reasons to make their decisions. They both felt the 
length of the summer course and the high volume of content they found in the 
prescribed textbooks were major drawbacks. It is worth pointing out that while 
other teachers had the same perceptions about the book's content and the 
course length (i.e. MET 3), they used other approaches to address such 
drawbacks (i.e. ME1 used worksheets but continued to use the textbook as her 
main material). 
Both LE 1 and LE3 also talked about particular reasons for replacing the 
prescribed text with their own materials. For example, LE1 signalled in various 
stages of the research that he was unhappy about not being involved in the 
selection of the textbooks. In LE3's case, his decision to not use the official 
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textbook was shaped by the belief that he was free to draw on any materials 
as long as he accomplished the course prescribed by the official syllabus. 
Their decisions indicate that in contrast to other teachers, they found their 
alternative materials (anthology and handouts) were better options than the 
prescribed textbooks. Furthermore they felt that their materials allowed them to 
achieve the course goals within the six weeks of the summer course and, 
above all, allowed them to teach the content their students needed to pass the 
official tests. 
With regard to teachers who do not use the textbooks prescribed by 
institutions, McDonough & Shaw (1993) maintain that materials prescribed by 
institutions can be coherent and well designed, but, given the variety of 
contexts and situations where they are used, they may still seem inappropriate 
to certain teachers. It is thus understandable that textbooks do not match the 
needs of every context and teacher, since they are designed for all teachers 
and not one in particular. 
This study showed that the lack of use of textbooks, explored by research 
question two was mediated by a range of contextual factors and by the 
teachers' beliefs about teaching and learning. The analysis of LE1 and LE3's 
cases showed that: 1) they felt the official book will not allow them achieve the 
course aims on time; 2) they, also felt that such factors as the course length, 
and the text's volume influenced their lessons. What is worth noting in these 
cases, is LE1 and LE3's freedom to make decisions about their instructional 
materials. Such sense of freedom was very likely supported by their 
perception about the institutional mechanisms, charged with monitoring the 
use of materials to ensure that the official materials were used in line with the 
159 
institution's curriculum, that they knew were almost inexistent. 
8.5 Alternative and complementary materials 
Another key theme in this study was METs' and LETs' use of materials other 
than the textbook. Findings in this section enhanced the understanding of 
teachers' rationales for using materials other than the prescribed textbook 
examined specifically by research question three . 
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textbook (e .g. ME1) or 2) replace the textbook (e.g. LE1 and LE3). Table 8.4 
above shows the findings across METs and LET's' in regard to the use of a 
range of materials. The table summarizes the complementary or alternative 
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materials that METs and LETs used in their language lessons. The second left 
column headed in bold type indicates the materials used by the teachers to 
replace the official textbooks and the reasons teachers stated for using such 
materials. The middle column also headed in bold shows the complementary 
materials identified across the participants. Finally, the last right column 
displays the reasons stated by the participants for using the various 
complementary materials. 
Along with the reasons for using complementary and alternative materials 
shown in Table 8.4, other not openly explicit reasons were raised, these 
include: contextual factors, textbook's drawbacks and possible resentment as 
result of not being involved in the selection of the textbook. 
This study provides evidence of a range of complementary materials 
incorporated by teachers into their lessons and their rationales to make 
decisions about their materials. In this regard Willis (2008:8) maintains 
From a sociocultural theory perspective, the textbook is one tool 
among many used by FL teachers and learners. How individuals use 
this tool is, in turn, mediated by their conceptions of its role in learning 
activity and, particularly for FL instructors, by pedagogical frameworks 
and beliefs about teaching and learning that inform their teaching 
activity. 
We may thus conclude that teachers' use or lack of use of materials is largely 
determined by their perceptions about their context and their pedagogical 
beliefs about their practices. 
8.5.1 Alternative materials 
In the previous section, LE1 and LE3's rationales for using instructional 
materials were discussed. Looking at the altemative materials used in those 
two cases, we find out similar collections of material obtained from various 
textbooks and which mainly contained grammar exercises. The two teachers' 
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manner of organizing these materials, however, was rather different. LE1, on 
the one hand, presented all the course materials at the beginning of the course 
in what he referred to as an 'anthology', and which very much resembled a 
book. In LE3's case, he organized his materials as handouts which were 
provided to the students every lesson, (see samples of these materials in 
Appendixes 6 and 7). Since the materials used by LE1 and LE3 replaced the 
official textbooks in full, it is worth contrasting the main features of these 
materials with the distinctive features of professionally developed commercial 
textbooks. Bolitho (2012) maintains that the distinctive features of a good 
course book include: 
1) Linguistically, culturally and methodologically appropriate 
2) Provides a range of possibilities for learning and teaching 
3) Considered a key tool by students and teachers 
4) The language content is presented similarly to how it is used in real life 
contexts 
5) Contains motivating tasks and activities 
6) Deals with topics relating to the students' interests 
7) Supports learning beyond the classroom. 
The above were not features of LE 1's and LE3's alternative materials. Their 
replacement materials- used instead of the official textbook- mainly aimed to 
match the contents appearing in the set textbooks' that they felt their students 
would be likely to find in the institutional tests. This reveals that LETs' lack of 
use of textbooks, investigated by research question two, and the resulting 
adoption of alternative materials, aimed to prepare students to passing the 
institutional tests. While the fact of preparing stUdents for passing tests is not a 
negative feature in and of itself, it is a genuine concern if the main goal 
162 
underlying a language course is to help students pass an institutional test, as 
opposed to their development as language learners. 
Looked at in comparison with professionally developed commercial textbooks, 
LE1's anthology and LE3's handouts did not conform with the pedagogical, 
methodological, linguistic and structural principles that govern most of such 
published materials. 
As for the advantages LE1 and LE3 found in using their own materials, it is 
evident that they felt that it was easier and more practical to move straight into 
the grammar exercises, which they had selected themselves to specifically 
prepare their students to pass the institutional tests, rather than go through 
every single activity suggested by the official textbook. 
8.5.2 Complementary materials 
In understanding teachers' rationales for using textbooks, examined by 
research question two, I identified a range of materials that teachers drew on 
to complement the official textbooks. Table 8.4 above shows the various 
materials observed in METs' and LET's' lessons. The importance of these 
materials to the teachers' practices and their actual use in the teachers' 
practices, varied in proportion to the teachers' perceptions about the utility of 
the official textbook. That is, the more teachers felt that the official textbook did 
not satisfy their students' needs, the more importance was given to other 
materials in their teaching practices. For instance, in ME1 's case, she 
contended that the activities in the textbook did not meet her students' needs, 
hence she relied so heavily on worksheets that at times they became the 
dominant materials in her lessons. In contrast, in LE3's case, his everyday use 
of dictionaries aimed to clarify the meaning of new vocabulary and aid the 
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pronunciation of some words only; they were not used as the main materials in 
his lessons. 
Findings on this issue from questionnaire reveal that, across the teaching staff, 
over 60 per cent of the language teachers reported that they drew on a 
combination of materials, whilst less than 20 per cent affirmed using the 
textbook as their main material. This therefore indicates that the use of 
complementary materials was significant across the teachers' practices at the 
LEMa. In this regard Islam and Mares (2003) explain that through techniques 
such as 'adding, deleting, simplifying, reordering and replacing', (p.91) 
teachers use materials to adapt their lessons to their students' needs. So this 
means that, incorporating other materials could be seen as an implicit strategy 
that most teachers had very likely been practicing in their teaching contexts in 
previous courses. 
Most of the techniques listed above were observed in the METs and LETs' 
teaching practices, and, in most cases, decisions for choosing complementary 
materials were based on the teachers' individual perceptions about the 
textbook. 
8.6 Teachers' conceptions of freedom 
Through the implementation of a questionnaire this study examined teachers' 
views on their freedom to make decisions about instructional materials. 
Findings about this issue, provided insight into teachers' decision making, and 
thus helped address fully research questions two and three, which investigated 
the rationales underlying teachers' use of textbooks and the use of materials 
other than the textbook. Outcomes from the quantitative stage showed that 
over 70 per cent of the teaching staff affirmed having no freedom in choosing 
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and using materials, whilst only one teacher (LE1) reported having total 
freedom. Thus, the consistency of opinions across the teaching staff about not 
having freedom, led me to feel it would be significant to explore this issue with 
the six teachers studied qualitatively. Contrary to the findings coming up from 
the questionnaire, interviews and observations showed that most of the 
teachers (except ME3) felt completely free to choose and use any materials in 
their lessons and, in practice, exercised this freedom to make decisions about 
their materials. METs and LETs' views about the freedom to use materials, as 
expressed during the interviews, not only contrasted to a large extent with the 
opinions about this issue that they reported through the questionnaire, a 
discrepancy I verified by cross-referencing their questionnaire responses, but 
also contrasted with the opinions reported by the teaching staff in the 
questionnaire. If taken as typical and representative, it could be possible to 
infer from the views expressed by the LETs and METs that most teachers on 
the SA felt free to make decisions in their lessons and that it would be possible 
to observe this in their practices. 
The issue about teachers' conceptions of freedom in this study became 
relevant as this study moved forward and, as most METs and LETs suggested, 
their instructional decisions were driven by the freedom they felt in their 
teaching contexts. Actually, most teachers signalled specific contextual issues 
(i.e. group size, course length, textbook's contents) that influenced their 
decisions about the use of materials. 
In addressing research question two, which investigated the teachers' 
rationales for using textbooks, the findings showed that some teachers 
exercised their sense of freedom in order to make instructional decisions. For 
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example, in the case of LE1 and LE3, teachers completely replaced the official 
book with their own materials, despite the compulsory nature of the official 
textbook. Similarly, in the case of LE2 and ME2, teachers adopted student-led 
approaches in which the students' presentations were the activity most central 
to the lessons, and the teaching of content from the prescribed textbooks 
ended up being complementary to the learners' presentations. Conversely, it is 
also worth noting that the two teachers with the most years of experience and 
seniority within the SA ELT (ME1 and ME3) were the most cautious in terms of 
making significant changes to their lessons. Later in this chapter, I will discuss 
further the issue of the teachers' seniority and its repercussions on their 
practices. 
8.7 Contextual factors and use of materials 
One of the key findings of this study was the strong influence of contextual 
factors on the teachers' instructional decisions. Findings discussed in this 
section fully addressed research question four focused on examining 
contextual issues. Table 8.5 shows the main contextual factors that the six 
teachers studied qualitatively asserted shaped their use of instructional 
materials. 
Table 85 Contextual factors and teachers' use of materials 
Obsolete Official Textbook's 
Lesson Course Institutional resource Faulty textbook large 
length length assessment centre's ICT unsuited to SA volume of 
materials facilities content 
LE1 ./ ./ ./ ./ 
LE2 ./ ./ ./ 
LE3 ./ ./ 
ME1 ./ ./ ./ ./ ./ 
ME2 ./ ./ ./ 
ME3 ./ ./ ./ 
The table shows on the top row details of the seven main contextual factors 
that METs and LETs felt influenced their instructional decisions. What 
166 
deserves attention is that two factors, - lesson length and course length - were 
common to almost all the six teachers, whilst others were exclusive to just two 
or three of them. 
To better understand the contextual factors specifically highlighted by the 
METs and LETs, and illustrated in Table 8.5, these have been organized into 
two main categories (institutional and classroom) and shown in Figure 8.1 
below. The figure summarizes, in the lower left box, the institutional factors 
that METs and LETs felt influenced their practices. Similarly, in the right lower 
box, the figure shows the factors that within the classroom, teachers felt 
influenced their lessons. 
METs and LETs' 
use of materials 
INSTITUTIONAL FACTORS 
• Lack of time (course too short) 
• Textbook's high volume of content 
• Textbook's content not relevant to 
BAELT 
• Mismatch between central 
assessment and textbook content 
• Materials from resource room out 
of fashion 
CLASSROOM FACTORS 
• Group size 
• Lesson length 
• Students' background 
• Faulty leT equipment 
Figure 8.1 Main contextual factors in METs and LETs' practices 
It is also worth mentioning a third category of factors that, while not directly 
signalled by teachers, my experience allowed me suggest as issues that 
influenced teachers' decision making. These factors include: 
• Possible resentment over not being involved in the selection of 
textbooks 
• Teachers' experience 





To make sense of the three categories of contextual factors listed above, they 
are discussed individually below. 
S.7.1 Institutional factors 
These factors were referred to by teachers as the conditions or situations that 
they perceived in the school and which they felt affected their practices. In 
most cases, these related to the institution's guidelines and to the authorities' 
decisions. These included the course timetables, central assessment, the 
resource centre (materials' room) and the official textbooks (see Table 8.5). 
The most recurrently mentioned factor among the METs and LETs was the 
lack of time available to accomplish the course goals. It is thus important here 
to underline this issue as significant, especially as it was perceived collectively 
as a major problem with the courses. Earlier in this work, I explained that the 
courses being researched were eight weeks long on paper, but in practice 
lasted six weeks only. Furthermore, this issue was raised as a core factor in 
some crucial decisions by teachers', as in, for instance, two cases in which the 
prescribed textbooks were replaced with altemative materials (LE1 and LE3). 
These two teachers specifically pointed to the lack of time as the main reason 
that led them to use their own materials. 
Closely related to the lack of time, METs and LETs also mentioned other 
factors related to the prescribed textbooks, such as issues relating to the 
incongruity of the textbooks' content with the goals prescribed by the syllabus, 
or the centrally designed tests, which were highlighted as factors they felt 
affected their practices, and which were under the school's control. 
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Several studies examining the relationship between language teachers' 
practices and beliefs have highlighted the mediating effects of contextual 
factors. For example, a study carried out in the United States (Lumpe, Haney, 
and Czerniak, 2000) and involving 130 teachers, aimed to examine the 
contextual factors that influenced teachers' practices. Using survey and 
questionnaire data, the study identified 28 contextual factors that, in the view 
of the teachers, influenced their practices, these included: 1) student ability, 2) 
class size, 3) class length, 4) classroom assessment and 5) curriculum 
materials. The discussion above has illustrated how contextual factors function 
in the context of the teachers' practices. 
8.7.2 Classroom factors 
Teachers also identified contextual factors that they felt influenced their 
decisions within their particular teaching settings. As shown in Figure 8.1, the 
factors mentioned most often by teachers were related to particular student 
characteristics, such as background and group size, as well as more general 
issues such as lesson schedules and classroom facilities. These factors, 
although determined by the institution, directly impacted the classroom 
context. In this respect, I need to note that most of the problems that the 
teachers identified in their classrooms were beyond their control. For instance, 
teachers did not decide on the group size or the students' background. 
Similarly, they were unable to modify the course length or have the ICT 
equipment fixed. 
8.7.3 Non- stated factors 
Along with the contextual factors highlighted by METs and LETs, other key 
factors emerged through the study which were not signalled directly by 
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teachers as influential on their teaching. There is evidence however, that I will 
discuss later, that show these factors shaped the teachers' use of materials, 
albeit not strongly. These factors related to the teachers' experience, work 
conditions and their status - particularly work contracts and seniority - within 
the institution. 
To make sense of how these factors influenced teachers' practices, it is critical 
to remember some distinctive features of teachers in relation to their 
experience. The METs in this study were teachers with over 10 years' 
experience and normally had full time contracts. Such teachers were entitled to 
benefits such as higher wages (compared to LETs), compact schedules in 
either morning or evening shifts (LETs had lessons spread throughout the 
whole day) and fully equipped personal cubicles. LETs, in contrast, were 
teachers with ten years' experience or less and normally had part time or 
hourly paid contracts. Given their low incomes, most LETs worked in various 
schools and hence had concomitant limitations on their time. 
Although none of the participants talked about the issues listed above, it was 
clear that teachers with the most seniority and experience worked under more 
favourable conditions than the less experienced and less senior teachers. 
Such differences were observable in some aspects of their lessons. For 
instance, the more experienced teachers spent most of the day in the school, 
whilst the less experienced teachers were only in school during their lessons 
time. These differences in terms of time worked evidently to the advantage of 
the more experienced teachers, who reasonably had more time and resources 
with which to prepare their lessons and materials. 
In practice, however, these substantial differences were not reflected in the 
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teachers' practices. For instance, it was surprising that METs had not 
generated materials for their lessons when they had resources such as 
computers, printers and the internet. In contrast, the LETs, who in general had 
limited resources, were in practice the teachers who used the most varied 
materials in the observed lessons. This may be related to what Tsui (2005) 
observed in teachers who have worked for many years and described as a 
decline in teachers' work, and which is also described the phase of 
disengagement by Huberman (1993), which manifests itself as teachers' 
gradual lack of interest in their work. 
Earlier in this chapter, when the gaps between what teachers say and do were 
discussed, the significance of contextual factors was pointed out, such as the 
curriculum, the examinations, and time constraints. These were identified as 
forces that determine the extent to which teachers act in line with their beliefs 
(Phipps and Borg, 2009). With regard to teachers' contexts, Borg (2006:275-
276) explains that: 
the social, institutional and physical settings in which teachers work 
have a major impact on their cognitions and practices ... Contextual 
factors may interact with teacher cognitions in two ways; they may lead 
to changes in these cognitions or else they may alter practices directly 
without changing the cognitions underlying them. 
Borg (2006) goes on to explain that contextual factors can be of several types, 
although most of them fall into two categories - the temporary (classroom-
related) and the more permanent (institutional). Temporary factors are related 
to the classroom and the instructional experience of the teacher (e.g. heat, 
cold and other physical classroom conditions), whereas the more permanent 
factors may include school policies and other conditions existing outside the 
classroom and even the school. This distinction can help us understand how 
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the contextual factors identified by teachers were forces that actually 
influenced their instructional decisions. 
Similar to this research, the study described above showed that contextual 
factors, especially those beyond the teachers' control, shaped to a large extent 
the course of language lessons and in turn led language teachers to modify 
their teaching strategies. Overall - and in relation to research question four -
this section provided evidence of the significant influence of contextual 
factors, more specifically institutional, classroom and other non explicitly 
expressed factors on the teachers' practices. 
8.8 METs and LETs' variations 
This closing section addresses research question five which examines the 
variations between METs' and LETs' use of materials. The discussion here 
actually focuses on the common and distinctive features of METs' and LETs' 
use of materials, illustrated in Figure 8.2 below. Such findings are in relation to 
the six themes proposed earlier in this chapter. 
The figure below illustrates the main features across METs and LETs in 
relation to their use of materials. The upper boxes show, on the left ,the 
themes common to both groups of teachers, and on the right, the themes 
distinctive to each group of participants. The lower boxes show the main 
features to METs' and LETs' use of materials identified through the 




• Use of textbooks 
Themes distinctive 
to LETs 
• Use of complementary 
and alternative materials 
"'>--------</ 
METs' main features 
• High adherence to 
textbooks 




METs and LETs' 
use of Materials 
LETs' main features 
• High willingness to use 
a range of materials 
• Little adherence to 
textbooks 
• Willingness to use alternative 
materials 
• Willingness to use leT tools 
Figure 8.2 Common and distinct features of METs' and LETs' use of materials 
The distinctive and common features to METs and LETs illustrated in the figure 
above are further discussed below. 
8.8.1 Common themes to METs and LETs 
Figure 8.2 above shows that with reference to the use of instructional 
materials, there were more differences than similarities between METs and 
LETs. 
In three out of six themes emerging from this study - that is gaps between what 
teachers say and do; freedom to use materials; and views about contextual 
factors that influence the use of materials - METs and LETs collectively 
expressed similar opinions. These themes therefore should be highlighted as 
key findings of this study which deserve attention, not just as potential 
contributions of the study to the field, but also as fertile areas for further 
research in the specific context under investigation. 
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8.8.2 Distinctive themes and features to METs' and LETs' practices 
Even though METs and LETs' practices and their use of materials match in a 
few individual instances, on a collective level their use of materials was 
substantially different, especially in relation to the use of textbooks and the use 
of substitute and complementary materials (Figure 8.2). 
Findings in relation to the METs and LETs' use of textbooks show that both 
groups diverged in the strategies through which they made use of the 
prescribed textbooks. METs in general showed a marked adherence to both 
the textbooks and the institution's guidelines, which was rather surprising, 
given their years' experience, seniority and status within the teaching staff. I 
argue, nonetheless, that METs' preferences for textbook-based approaches 
were based on the benefits that they had, over the years, identified in the use 
of textbooks. In other words, METs had found that drawing on the prescribed 
textbooks was a straightforward route towards the achievement of their course 
objectives. 
On the other hand, LETs tended to complement the textbook with other 
materials, and in two cases, the texts were fully replaced. Also worth noting is 
LETs' use of ICT resources, which was observed in two cases (LE1 and LE2) 
and indicates that in general, LETs were more willing to use these resources 
than their more experienced colleagues. In this respect, I need to highlight the 
gap between LETs and METs in terms of their years of practice, which was 15 
years on average. This gap not only points to METs' advantages in terms of 
their work conditions, but also indicates that they belonged to a generation of 
teachers that was formed without ICT tools as part of their personal and 
professional reality, and who had, therefore, in the course of their careers been 
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required to incorporate new technologies into their teaching. Conversely the 
fact that LETs had been formed with ICT tools as part of their SA curriculum 
might explain why they were more willing than METs to use ICT materials in 
their lessons. 
Research conducted by Kitchenham (2006) illustrates how 10 experienced 
language teachers went through the process of incorporating technology into 
their practices. The study used a mixed methodology approach and combined 
reflective journals, a questionnaire, semi-structured interviews and research 
field notes. Findings emerged as themes and showed that teachers experience 
a number of transformations as they learn to use, adopt and teach educational 
technology. Examples of transformations include changes in perspective, 
revised habits of mind, and changes in personal assumptions. Overall, the 
study showed that there was some resistance to change among the teachers. 
The teachers recognized that to learn and get benefits of technology in their 
practices they had to go through a process - which was not easy to accept - of 
learning to use the technologies. The study showed that for experienced 
teachers, especially those who were about to retire, using technology entailed 
a process of change that not all teachers were willing to put themselves 
through. Kitchenham's work provides an insight into the challenges that more 
experienced Mexican teachers need to face in order to deal with the 
technological tools which are now part of their daily practice. 
On this point, Tsui's (2003) position about the stages teachers go through in 
the course of their careers should not be ignored. She talks about a process of 
disengagement between teachers and their work which grows as teachers 
approach the end of their careers. If, in addition to this feeling of 
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disengagement, experienced teachers are required to start learning how to use 
technological tools, the challenges that these teachers (such as the ones 
involved in this study) are experiencing are thus understandable. 
The findings of this research show that METs were more aware of the linguistic 
and methodological value of materials, whereas LETs were more concerned 
with the grammatical components. Overall, this study demonstrated that, 
although some similarities emerged between LETs and METs, there were 
more contrasting features between the two groups of participants. 
8.9 Conclusion 
This chapter pointed out the ways in which findings of the study answer each 
of the research questions and helped understand METs' and LETs' use of 
materials. The study not only uncovered key factors associated with the 
teachers' beliefs and their use of materials, but also unveiled some key issues 
about the institution and the mechanisms to regulate the teachers' use of 
materials across the BA EL T programme. 
This chapter examined findings in the light of the following six key themes and 
were related to specific research questions as follows: 1) gaps between 
teachers' stated beliefs and actual practices was relevant to research question 
three; 2) teachers' use of textbooks, shed light on research questions one and 
two; 3) use of complementary and alternative materials addressed research 
question two ; 4) teachers' conceptions of freedom addressed both research 
questions two and three; 5) contextual factors and teachers' use of materials 
was directly relevant to research question four, and 6) distinctive features of 
the METs' and LETs' use of materials covered research question five. 
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Findings showed that gaps between teachers' beliefs and practices indicate 
that: 1) teachers may use instructional materials mechanically, 2) may draw on 
materials on the spot or 3) may indicate teachers are on a process of change. 
Findings also showed that teachers' use and lack of use of textbooks depend 
broadly on contextual factors such as, length of lessons, length of courses and 
texts' volume of content. Also teachers' discontent at not being involved in the 
selection of textbooks might be a reason for not using textbooks. Outcomes 
indicated that teachers' use of complementary and alternative materials was 
closely related to teachers' beliefs about the utility of textbooks, this means 
that the less significant the textbooks were for the teachers, the more relevant 
were the complementary and alternative materials. 
On the other hand teachers' freedom to make instructional decisions heavily 
influenced their use of materials (e.g. some teachers exercised their freedom 
to complement or to fully replace the official textbook). As for the influence of 
contextual factors on teachers' use of materials, findings suggests that these 
shaped strongly teachers' use of materials, especially those beyond the 
teachers' decision making such as the selection of textbooks, the selection of 
learners, and the length of the classes and of the course length. Finally in 
exploring distinctive features of METs' and LETs' use of materials, it was found 
that METs' and LETs' strategies for using materials were contrasting. LETs 
tended to use technology and a range of materials in their lessons. METs on 
the other hand showed a especial preference for the official textbook. Thus 
while METs and LETs are different in terms of the extent to which they use the 
textbook, they are largely similar in seeking materials that will help their 
students pass the institutional tests. 
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Overall, this study has helped provide insight into the teachers' use of 
materials in the classroom and also identified a gap in regard to the 
institutional mechanisms which regulate teachers' use of materials. 
I summarize the main issues to emerge from this study in the next and final 
chapter. 
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CHAPTER 9: CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
This chapter presents the conclusions of the present study as well as 
recommendations for further research. The issues highlighted here emerged 
from the analysis and discussion undertaken in the previous chapters. The 
conclusions are based on the evidence I have presented throughout the study, 
and on my reasoning and beliefs in relation to the insights and perspectives 
that this study has achieved. This study set out to explore language teachers' 
use of instructional materials and identified the cognitive and contextual factors 
that shape their instructional decisions in their work on a SA EL T in Mexico. 
Drawing on quantitative data, a group of teachers were examined in relation to 
their use of materials, and then, drawing on qualitative data, a sub-set of six 
teachers, three more experienced and three less experienced, were examined 
in- depth. 
Investigating the cognitions underlying their use of materials is of particular 
relevance to the context under study and to the field of teacher cognition due 
to the significance of instructional materials in today's language classrooms. 
The research questions outlined for this study were as follows: 
What are the cognitive and contextual factors that underlie the teachers' use of 
instructional materials (mainly, but not exclusively the textbook) on a SA ELT 
at a Mexican university? 
Specific questions: 
1. How does methodology of the textbook influence the teachers' 
practices? 
2. What are the cognitions underlying the teachers' use I lack of use of 
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textbooks? 
3. What are the rationales behind teachers' use of materials other than 
textbooks? 
4. How do contextual factors influence the teachers' use of EL T 
materials? 
5. With reference to the above questions, are there any variations in 
the practices and cognitions between more and less experienced 
teachers? 
9.1 Synthesis of findings 
It is worth noting that, although the main findings emerged from the qualitative 
phase, the quantitative data contributed broadly towards the accomplishment 
of the objectives of this research. 
9.1.1 Quantitative findings. 
Findings emerging from Chapter 5 provided insight into the teachers' use of 
materials, and more particularly into the topics explored by the research 
questions. Key findings include: 
1) Nature of main materials used in the language lessons across the institution 
under investigation. Nearly all the teachers (39 out of 42) reported the main 
materials they used in their practices were a combination of the textbook and 
authentic materials. Whilst only one teacher affirmed the use of internet-based 
materials. 
2) Teachers' rationale for their use of materials. Findings from the survey 
showed the following: most teachers infrequently used materials designed by 
themselves; the vast majority of them felt constrained from using materials other 
than textbooks; about half them relied on complementary materials for about half 
of their lessons; and the main reason for the use of materials was to achieve their 
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course goals. 
3) Teachers' views about textbooks. Most of the teachers reported that the 
official textbooks achieved the following: helped them achieve the aims of their 
course; helped them finish the course on time; helped them allocate 
homework; allowed them access to the culture of the target language; and 
helped them minimize the costs of producing other materials. 
4) Teachers' perceptions about context. The questionnaire revealed that the 
majority of teachers were uncertain about incorporating materials of their 
choice into their lessons. Most teachers were also uncertain whether the 
course aims fitted its length. More than half of them felt that textbooks were 
chosen because of their EL T utility, and the majority felt the materials at the 
resource centre were out of date. 
9.1.2 Qualitative findings 
The findings reported in Chapters 6 and 7 were the central data in the study. 
These findings provided answers in different ways and proportions to the 
specific research questions through six key themes that emerged from them. 
The main findings apply equally to METs and LETs, and are as follows: 
1) Gaps between what teachers say and do. These findings revealed a 
number of potential reasons behind the discrepancies between the teachers' 
stated beliefs and their actual practices. The gaps in question were key 
features identified in the teachers' practices. the findings showed that 
contextual factors were particularly influential in those cases in which teachers 
made significant changes to their use of materials. In some cases, however, 
answers might have emerged spontaneously as questions came out during the 
interviews. These findings shed light on the teachers' rationales behind their 
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use of materials on the spot which is often different or even contradictory to 
their perceptions of their own teaching practice and showed that teachers' 
stated beliefs are not always reflected in their practices. The findings in the 
cases examined in this study, indicate that teachers do not behave 
mechanically in line with their beliefs but that they align their behaviour to 
cognitive and contextual factors. 
2) Teachers' use of textbooks. This study's findings on teachers' use of 
textbooks showed that, although textbooks were compulsory in the language 
courses, in practice teachers followed a range of approaches to using them in 
their lessons and that; overall, METs were more willing to use them than LETs. 
The study drew attention to two LETs who chose to drop the official textbook 
and adopted self-developed materials (an anthology and handouts). It was 
found that in these two cases contextual factors were crucial determiners in the 
decision to opt for the alternative materials. 
3) Use of complementary and alternative materials. Findings showed that in 
relation to the official textbook. teachers made one of the following decisions: 
a) to incorporate complementary materials or b) to fully replace the textbooks 
with other materials. In the case of drawing on complementary materials. 
teachers used them to fill gaps they felt were not covered by the official 
textbooks, or because those complementary resources had features that did 
not find on the official textbook. 
As for the use of alternative materials, which was a more radical decision, the 
two teachers who decided to replace the textbook felt their own materials were 
a better option to achieve the aims of their courses. In all cases, it was found 
that teachers' main drive for drawing on either complementary or replacing 
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materials was to accomplish the aims prescribed by the syllabus and enable 
the students to pass their courses. 
4) Teachers' conceptions offreedom. Findings on this issue relate to most of 
the research questions. Findings showed that teachers' freedom (or 
perceptions of freedom) in relation to the use of the prescribed textbooks might 
have been shaped by a range of particular factors which include: teachers' 
experience; type of work contract (Le. full time, part time, permanent, 
temporary), seniority on the SA EL T and personal interpretations of 
institutional regulations. 
5) Contextual factors and teachers' use of materials. Findings on this issue 
largely and directly answered research question 5. Findings showed that, in 
the teachers' views, factors such as the course length, lesson length, students' 
background, procedures for textbook selection and textbook content were in 
most cases crucial to the teachers' use of materials. Overall contextual factors 
played a significant role in the teachers' instructional decisions. 
6) Distinctive features of LETs and METs' use of materials. Findings in relation 
to the teacher's experience showed that, although there were some 
similarities, METs and LETs' use of materials was significantly different. 
In particular, METs adhered more closely to the official textbooks and the 
institution's regulations, while LETs were more willing to use a range of 
materials including technology-based materials. 
9.2 Recommendations for further research 
The debate about teachers' use of materials in this study has not only revealed 
a number of contextual and cognitive issues that shape language teachers' 
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instructional decisions, but has also highlighted a number of related topics that 
were not examined in this work and which need to be researched further. 
The following are therefore topics which, in my view, are worth investigating in 
the near future to enhance the findings of this study. 
1 ) Language teachers' perceptions about the impact of instructional materials 
on students' learning. This is related the ultimate goal of language teachers, 
which is the teaching of a target language (English in this study) and how the 
use of instructional materials impacts students' learning. 
2) Students' views about language teachers' use of materials. A second issue 
worth exploring is the students' views about teachers' use of materials. This 
would allow researchers to gauge the extent to which language teachers' use 
of materials is aligned to the students' expectations, which, in turn, would have 
a positive impact on students' learning. 
3) Teachers' rationales in the selecting of textbooks. This topic is closely 
related to one of the findings of this work; that regarding the resentment 
expressed by teachers as a result of not being involved in the selection of 
textbooks and which may be replicated in other similar contexts. In this regard 
it would be interesting to explore further how giving teachers more say in the 
selection of textbooks would impact on their teaching. 
4) Research on non experienced teachers' use of materials. Future research 
can continue to explore non experienced teachers' use of materials. This will 
largely help understand the needs of prospective teachers. 
9.3 Contributions of the study 
This study contributes to the literature in some ways. First, I do believe that 
one of the merits of this study was the exploration of the issue of teachers' use 
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of materials in actual teaching settings, as there has been very little research 
of this type conducted on teachers' use of materials. Second, this study 
examined teachers' use of materials from the perspective of experienced 
teachers rather than from the traditional 'experienced - novice' view. Most 
studies in the field of teachers' expertise, have explored the 'experienced -
novice' relationship, which actually represent two extremes of teacher 
experience and which has left an unexplored area in this field. Third, from the 
study, we now know more about the rationales behind more experienced 
teachers' use of materials. More specifically, we know why teachers use 
textbooks or cast them aside. The study also allows us to learn teachers' 
rationales for using alternative or complementary materials. 
Even though I examined a number of supporting topics in this study, exploring 
the cognitions that underlie teachers' use of instructional materials was 
definitely the leading concept throughout the investigation. 
9.4 Limitations of the Study 
This study has offered a practical view of language teachers' use of materials 
on a SA EL T in Mexico. It was conducted within a public institution, involved 
the language teaching staff and drew on a mixed methods approach. As a 
direct consequence of the nature of the qualitative data produced by the 
investigation, the context where the study was carried out and the nature of the 
participants, I outline the following limitations: 
One limitation of the study is the fact that the main findings of the study were of 
qualitative nature. This means that most of these are based on what the 
teachers stated about their work and use of materials, so this study relies 
heavily on teachers' spoken testimony. A further limitation is the local nature of 
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the study (although the context under study is very similar to many in Mexico 
and Latin America). One limitation is also the relatively limited insights that 
emerged from the quantitative part of the study, although this is perhaps a 
natural limitation in terms of how much questionnaires can reveal about 
teachers' beliefs and practices. 
Another limitation is the fact that I was an insider. This means that my own 
beliefs and biases may have influenced my interpretations of data, although I 
did make an effort to monitor any such biases. 
One final limitation concerns the extent to which the outcomes of the 
investigation can be generalised beyond the boundaries of the research 
context. This means that the main findings are true for the particular institution 
where the research was undertaken and for the particular group of language 
teachers working there. They may, however, have some application in other 
similar contexts, and may be a reference for further studies in the field of 
teacher cognition and the field of language education generally. 
9.5 Conclusion 
To conclude this chapter and this investigation, I need to state that this work 
did generally achieve its intended objectives in terms of both the research 
objectives and the research quality standards that were set out throughout the 
study. In short, I set out to investigate the cognitions underlying language 
teachers' use of materials and I did it. 
I hope that, for readers going through this study, it has been worth reading a 
work in which I concentrated the best of my efforts. 
This study has thus contributed to the understanding of language teachers' 
use of instructional materials and to the field of teacher cognition generally. It 
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has advanced our understandings of how teachers use materials and has 
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APPENDICES 
Appendix 1: Questionnaire 
LANGUAGE TEACHERS' USE OF INSTRUCTIONAL MATERIALS 
This survey is part of a study I am doing about language teacher's views about the 
use of instructional materials*. It will take 15-20 minutes to complete and the 
information you provide will be treated in confidence. Your responses are 
important for this study. Thank you for your participation. 
*Instructional materials may indude: textbooks, internet, video and audio tapes, 
magazines, pictures, wall charts, realia, and any other kind of visual, printed or electronic 
aids. 
Section 1: Experience in Language teaching 
This section asks about your experience in English language teaching. Tick one 
option 
1.1 Age 















Section 2: Instructional Materials 
more than 44 
o 
more than 20 
o 
This section asks about what kinds of materials you use in your language lessons 
and how they are chosen. 
2.1 In your opinion who should select the instructional materials you use in your 
language lessons? Tick one option. 
a. 0 Myself 
b. 0 The language teaching staff (language academy) 
c. 0 The faculty of languages' coordinators 
d. 0 The faculty's head teacher 
e. 0 Other (please specify) 
2.2 Who actually selects the instructional materials you use in your language 
lessons? 
Tick one option. 
a. 0 Myself 
b. 0 The language teaching staff (language academy) 
c. 0 The faculty of languages' coordinators 
d. 0 The faculty's head teacher 
e. 0 Other (please specify) 
[ 
2.3 Which one of the following best describes the materials you most frequently 
use in your language lessons? Tick one option. 
a. 0 internet -based (materials from the internet and on the internet) 
b. 0 textbook-based (mainly textbooks) 
c. 0 authentic materials-based ( e.g. newspapers & magazines, movies) 
d. 0 a balanced combination of two or more of the above 
e. 0 other (please specify) [ J 
2.4 How often do you incorporate instructional materials designed by yourself in 
your 
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language classes? Tick one option. 
Every lesson 0 Once a week 0 Once a month 0 
2.5 How much freedom do you think you have to incorporate any other 
instructional 
Never 0 
materials apart from the textbook in your language lessons? Tick one option 
complete freedom a lot of freedom Some little freedom no freedom 
freedom 
o o o o o 
section 3: Use of instructional materials 
This section asks for your views about different kinds of instructional materials in 
your teaching practice. 
3.1 What proportion of your lesson is based on other instructional materials rather 
than the textbook? This includes any materials designed by yourself or 
obtained 
from other sources. Tick one option. 
a. 0 all the lesson 
b. 0 most of the lesson 
c. 0 about half of the lesson 
d. 0 a small part of the lesson 
e. 0 none of the lesson 
3.2 Which of the following best describes the way in which instructional materials 
including the textbook, support your teaching practice? Tick one option. 
a. D They help me to teach standard English as used by native speakers 
b. D They assist me to improve my own language proficiency 
c. D They help me to achieve my course goals 
d. 0 They give me security to teach my language classes 
e. 0 other (please specify) 
3.3 Which kind of instructional material is the most relevant for your learners In 
your language lessons? Tick one option. 
a. 0 materials on the internet and from the internet 
b. 0 textbooks 
c. 0 ready-made visuals such as charts, flash cards and pictures 
d. 0 materials of any kind designed by the teacher 
e. 0 authentic materials such as newspapers, magazines and movies 
f. 0 other (please specify) _____________ ... _ .. 
3.4 Which one of the following best describes the value of instructional materials 
in relation to language learning? Tick one option. 
a. D They help me to engage students in the lesson 
b. D They help me to keep the class under control 
c. 0 They help the learners be less dependent on the teacher 
d. 0 They make the students take the course more seriously 
e. 0 Other (please specify) 
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section 4: Textbook use 
This section asks for your views about textbooks and their use in your language 
lessons 
4.1 Tick the option that best expresses your opinion. 
> I!) I!) ~ > - I!) ~ I!) - I!) 01 ... ~ OIl!) COl 01 ::l C I.. 
e ~ ~ 11\ 01 eOl C 
..... - i5 :::> <4: .... <4: VlO VI 
a. Textbooks help both teachers and students to achieve 0 0 0 0 0 
the course objectives 
b. The textbook is a framework which helps accomplish 0 0 0 DO 
course components on time. 
c. Textbooks provide sufficient ready-made activities and 0 0 0 00 
tasks to satisfy my students' needs. 
d. Textbooks allow me extend the class activities to the 0 0 0 00 
learners' 
homes by allocating homework. 
0 0 e. Textbooks allow me a great deal of opportunity for 0 00 
adapting the course to my students' needs 
f. Textbooks allow me move ahead and back for future and 0 0 0 DO 
past lessons if I need it. 
g. Textbooks allow me access to the culture of English 0 0 0 00 
h. 
speaking countries. 





4.2 In your opinion when should a textbook series used by an institution be 
replaced by a new series. Tick one option 
a. 0 when texts and pictures become out of date 
b. 0 when grammar content does not match the course syllabus 
c. 0 when I consider it to be necessary 
d. 0 when the language teaching staff consider it to be necessary 
e. 0 when learners' feedback suggests the series is no longer effective 
f. 0 other (specify) 
I 
4.3 How often do you complement textbooks with any other type of materials? 
Always 0 Frequently 0 Occasionally 0 Never 0 
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Section 5: Contextual factors and ELT materials 
S.1 This section asks about how contextual factors may influence the use of 
instructional materials on your language teaching practice. Tick the option that 
best expresses your opinion. 
>-CII CII ~ - CII CII ~ OIL.. ... c: 01 01 ::J 
o ~ ~ \1\ 01 b ._ c: et UlC i5 :::> 
a. I have no choice in deciding which materials to use in my 0 0 0 0 
language classes 
b. I am allowed to use any materials as long as I achieve the 0 0 0 0 
course goals. 
c. The length of the language courses is enough to achieve the 0 0 0 0 
textbook goals. 
d. The fact that some learners are allowed to use poor quality 0 0 0 0 
photocopies of the textbooks affects my teaching practice 
negatively. 
e. Criteria to select textbook series should be based on their 0 0 0 0 
usefulness in teaching rather than on the students' 
possibilities to afford them. 
f. When I teach language courses which are not of the level I 0 
usually teach and have to use other textbooks my teaching 
0 0 0 
is affected negatively. 
g. I have identified some materials which would be of great 0 0 0 0 
utility in my teaching practice but they are not available at 
the Faculty of Languages. 
h. The resource centre holds adequate material to support my 0 0 0 0 
language lessons. 
Section 6: Further participation 
In the next stage of this study I would like to talk to teachers about the 
use of 
materials and learn about how they use materials on their teaching. 
Would you be willing to contribute to this stage? 
Yes 0 NoD 
If yes please write your e-mail address and/or telephone number 
Thank you very much for completing the questionnaire 
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Appendix 2: Interview schedule Interview two ME1 
Interview Schedule Two ( Plrtlclpant One) 
• Criteria to select materials (session one) 
• Materials used as a plan or used spontaneously (four observed seulons) 
• How decisions were made about what stage to implem nt moterlals 
(other than book) 
• How materials drove activities (second session) 
• How the ss' use of photocopies affects leaching (moat stud nls u 
photocopies others nor even have II book) 
• How malerlals helped have 55 engaged in class(fourth session teacher 
used a variety of worksheets) 
• How materials helped achieve course objectives (fOtir observed 
sessions) 
• Criteria to usel not to use textbooks (third session toxtbook wa nol 
used) 
• How materials contributed to ss · skills development (third 119sIIIon 
focused on speaking) 
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Appendix 3: Qualitative field notes 
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001 Interviewer: Thank you very much for coming to this second interview.I;-oUlCfllke 
002 to introduce this interview, asking about your selection of materials; 
003 are there any institutional polices you consider, impact or affect the 
004 choice of the materials which you use in your classes? 
005 
006 LE1: Well, the institutional guidelines we have, are more related to the use 
007 of the book as far as I know, I always try to, you know, mind to those 
008 rules, procedures as far as for the book, now this time I didn't follow 
009 those guidelines because I thought this was kind of a different course 
010 given because of different reasons, and the first one it's too short it's 
011 a summer course, and the second one is that I had the opportunity 
012 to see my attendance list before teaching the course, and I saw that 
013 there was only six of them, six or seven, and so I decided to, not to 
014 follow, or continue using the book I was supposed to use, which was 
015 "North Star" by the way, and to look at the course content and just 
016 select materials specially from the two books found in the library, and 
017 that's for the book, also that's what I did, I didn't use the book, so I'm 
018 using like an anthology of selected materials, ... if I wanted to say that 
019 I tried to, I tried to do and teach whatever is going to be important 
020 for the students in the long term, for example, I selected a couple of 
021 appendixes from TOEFL preparation course, that is an anthology so 
022 that was going to be the reference, and that's the reference we're 
023 using for different details that come up when we're teaching, now 
024 we're using the appendix that has to do with transition of words, the 
025 use of, how to organize writings, but they're different things that I 
026 think could be useful for the students not only at this point but also in 
027 the future as far as for the other materials, like copies, series, or 
028 movies, well, that's, I use those because I think that's the authentic 
029 language and that students could benefit from it, In terms of, 
030 different, pronunciation, vocabulary, and the main reason why I use 
031 those is because, I think, students need to get different sorts of 
032 input. But that doesn't have to do anything with institutional polices, 
033 that's just my .... decision. 
034 
035 Interviewer: Your choice, you mentioned something interesting about the benefits 
036 that your learners might receive from using certain materials, exactly 
037 why do you think that your learners might receive benefits, how 
038 would you explain, which are those benefits that students might 
039 receive? 
040 
041 Teacher 2: Well, not only language learning benefits, I'm talking about an 
042 specific podcast, they listen, they listen to it every week, and that's 
043 called "Imagen news" and that's a pod cast from a news program that 
044 is the radio here in Mexico, and this is a news program for mostly 
045 Mexican news that is broadcast in English, so you know, it's about 
046 language they are not very familiar with in English, and also in 
047 Spanish because the students don't, like, what I do is that, I ask 
048 them, "do you watch the news?, do you listen to news?, read the 
050 newspapers?", and they're not very well informed, so It's not only 
051 about expanding their vocabulary, but also kind of trying to get them 
052 located in their own context, .. 
053 
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055 Interviewer: And informed. 
056 
057 Teacher 2: Yeah, informed, because they are not. .. in Mexico we are not the type 
058 of people that like to be good informed about different issues, so it's 
059 not only about English, but also about, you know, trying to raise 
060 awareness about the different issues that are happening. 
061 
062 Interviewer: And why to be "aware of their context"? 
063 
064 Teacher 2: Well, because they are living in this context and you cannot be apart 
065 from what's going on in your city, region, society, country and 
066 because that has to do with what you're doing and affects you 
067 directly or indirectly, but that's just the way I perceive it. and plus, I 
068 think, they get benefits from listening to that, because their listening, 
069 you know, skill, develops and I can see that in their reports because 
070 at the beginning they were giving me very short reports, and now 
071 they give me long reports, you know, it's, I think It's a very subjective 
072 way to evaluate it, but you know, it's a progress I think, and 
073 sometimes they give me some vocabulary, perhaps they do not spell 
074 it well, but at least they are developing that ability, you know, to listen 
075 to specific words. And most of the times they are words that we don't 
076 use in English because we don't know this context, but this is just 
077 cognates, they just have to get an input where they can become 
078 aware that there are different words that they can use in English as 
079 weli as in Spanish, that are just cognates, 
080 
081 Interviewer: And how do you relate this "awareness" of the news, of what is going 
082 on in their context, with the aim of the lesson, with achieving 
083 objectives, or yes, with the course content? 
084 
085 Teacher 2: Yeah, well that particular one, I don't relate it ali the times, I just say 
086 that's a way to improve listening and vocabulary, that one in 
087 particular; the one that they're doing, there is another one that they 
088 are doing, which is reading, they are reading a book which is called 
089 "The cave" which is called The Cave" by Jose Saramago that one 
090 always have them reflect upon the things that we do particularly in 
091 grammar and to look for the different because .. it is very fantastic 
092 knowledge because, the ... this course has a heavy purpose on 
093 clauses, relative clauses, restrictive non restrictive and there is a 
094 whole thing and has to be discussed as far as for relative clauses 
095 and it is kind of difficult for them to see these topics isolated so what I 
096 do is always have them read, you know, particular chapters, they 
097 already have schedule and look for this particular grammar pOints 
098 and use, which is from the book, I also, for example this week, I 
099 don't remember when exactly, we were watching an episode of the 
100 series, and I was pausing you know, first I let them see, but then we 
101 repeat, but we were just focusing on language use, in relation to the 
102 grammar point we've been dealing with, we've been dealing with the 
103 relative clauses for like three weeks now ... 
104 
105 Interviewer: Ok. 
106 
107 Teacher 2: .. But, I think it's' necessary. 
108 































































grammar, do you refer to the syllabus, I mean, the course syllabus, 
or the material you provided to your learners. 
Yeah, yeah. It's the syllabus of course, and of course I try to select, 
it's not, ... the course doesn't only have heavy focus on grammar, 
because for example this week, I haven't touched grammar, but of 
course, if we have a syllabus, we have to ... you know match it, the 
way we do every day, and that every day, whether we do it in class, 
so the anthology has like, probably a 70% of grammar writing and the 
rest is tasks, but we don't only use the anthology, we use other 
materials, like in this particular course we're trying to develop, three 
different types of essays, which are, comparison contrast, cause 
effect and argumentative so, like this week we've been dealing with 
only essay writing, so If I was to answer the question, if my course 
has heavy focus on grammar?, it doesn't, but the anthology does. 
.. You said, well, something that was very interesting to me was, that, 
the fact that you decided not use the textbook, I mean, the textbook, 
which was suggested by the institution, but you provided some, as 
you said, completion of materials from other sources, and then, do 
you use, ... in what ways this replacing the materials, is better, more 
interesting, more attractive, than the textbook? what do you think is 
the very reason, to replace the official book? 
Well, if you were to analyze the" North star" book ... you will see, it 
has a very heavy purpose on vocabulary building, readings, and they 
focus on grammar is not that heavy readings at least on the surface, 
the thing is that this particular book you have to devote a lot of time 
to the readings because most of the readings are very extensive 
readings, and you have to devote a lot of time to the vocabulary 
building, and I thought that we were not going to have that much time 
during the summer, I mean, it's the same number of hours but it is 
not because having, you know a four session ... , you know .. during 
five days a weeks, for eight weeks, it's not the best for, neither the 
teacher or the students, 
Which are not really eight, are probably six right, that are used in the 
lesson .. ? 
Yeah, yeah, yeah, that get used, because in particular, because of 
the schedule, it's from two to six, and at two o'clock some of 
students need to eat something, it's really hard, it's been really hard 
this summer or spring, I don't know, so it doesn't really amount the 
same number of hours, sO .. and spending, plus, plus you have to 
spend a lot of time only devoted to the readings, because in my 
opinion, if I was to ask the students to buy the book and I didn't use 
it, there's no point, so it's like a waste of time and money because, 
for more of the students, of this students, in this part of the university, 
is kind of ... difficult to get the books, not very cheap, you know ... 1 
think the book is about 350 pesos, so ... that is not cheap here in 
Mexico. 
What about, the use of photocopies in your course, the fact that your 
learners use photocopies, how does it affect your teaching, or your 
students learning, is there any way this is affected? _______________ _ 
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167 Teacher 2: Well. I haven't seen any negative aspects so far in particular, I'm 
168 talking about this course now, but yeah, especially when you're 
169 photocopying a book, a textbook, for example in other courses I have 
170 given some of the students just photocopy the textbook, so it's very 
171 difficult for them to, because they go for the cheapest copies, so it's 
172 very difficult for them, they don't really go for the high quality copies 
173 the SOc each, they go for ... the cheapest and ... 
174 
175 Interviewer: Poor quality. 
176 
177 Teacher 2: You know, poor quality, very cheap, so in those cases, it's difficult for 
178 the students because, at some point they don't have the copy or, the 
179 copy is very poor quality, or the images do not appear or things like 
180 that, and yeah of course they have to, if they cannot work with their 
181 copies, what they do is that they turn to try to look for a friend that 
182 has the copies or, ... I mean the book; and that they can work with, 
183 but then they split the time, split the materials and ... that is like ... 
184 instead of joining a person who is working, they drag behind and they 
185 .•• 1 mean ... it happens, that sometimes the students do not have the 
186 same materials, but they do because they have the copies 
187 sometimes, not only the ones that don't have copies have difficulties 
188 but they also they pass the difficulties to the other students, but in 
189 this case, the selection of materials that compose the anthology were 
190 not very colorful they didn't have a lot of images and color images in 
191 this particular anthology, material, so I haven't seen any problems 
192 yet, only the fact that maybe they do not bind them, they do not put 
193 them together so sometimes they are like, If I ask them to open your 
194 photocopies ... 
195 Yes, in a folder ...... In a particular page, they spend like two minutes 
196 to look for the page number, but that's about it, but that's not too bad. 
197 
198 Interviewer: Do you believe the material; I mean ... the anthology you said Is 
199 better than the book for this particular class? 
200 
201 Teacher 2: For this particular moment yes, I think so. 
202 
203 
204 Interviewer: In what sense? 
205 
206 Teacher 2: Well, It lets me ... you know ... go with my own pace, teach with my 
207 own pace, if I was to use the book, I would feel like I'm forced to 
208 follow the lessons that the book is giving me, and that if I was to start 
209 a lesson ... Iesson 1 in the book, in the textbook there is no way to 
210 escape, from it because it's a whole package, if you start this you 
211 cannot go backwards or skip, you see ... so like I said before, It takes 
212 a lot of time and for the anthology I'm using, I was careful to select 
213 the things that I thought were going to be necessary, that matched 
214 the syllabus, and also that provided me with enough time to finish on 
215 time. 
216 
217 Interviewer: Would you say that the current materials you are using in your 




221 Teacher 2: I think so, and I have sensed with the students ... you know ... the 
222 students always give you some subjective feedback about the 
223 materials, and at the very beginning I told them "we're not using the 
224 book, that's my call and we'll see what happens" and I think that their 
225 response to the materials has been positive. 
226 
227 Interviewer: Talking about this collection, we commented that this was suggested 
228 by the institution as the textbook for the course and obviously you ... 1 
229 mean ... you decided not to use it, do you consider there are any 
230 other institutional pOlices that also ... that might affect the choice of 
231 materials? 
232 
233 Teacher 2: ... err .... other institutional polices ... 
234 
235 Interviewer: So we have, for example various levels of authority here, we have 
236 the head teacher, we have also the academy, the language 
237 academy, and ... or there may be student's conditions or other 
238 contextual factors that might contribute to your choice? 
239 
240 Teacher 2: Well ... for this particular course I think that I also thought about, weill 
241 always think about the students when I'm going to select additional 
242 material, or in this case an alternative material so the thing that ... 
243 
244 
245 Interviewer: The student's financial situation? 
246 
247 
248 Teacher 2: Yeah, that and the number of students in each classroom, for 
249 example, the fact that I have six or seven students which is not 
250 normal... 
251 
252 Interviewer: Yeah It's initial. ... 
253 
254 Teacher 2: Yeah, we usually have from 15 to 20-25 students in each classroom, 
255 you know ... that made me think about how easy it would be for me to 
256 try to implement an alternative for a material, because ... 
257 
258 Interviewer: Ok. 
259 
260 Teacher 2: ... it's not a large number of students that I needed to convince in a 
261 way, that, that was the right chOice, and because we have 15, 20-25 
262 students, they always, they always know what, what the material's 
263 going to be when they pass from subsequent level, so in this point I 
264 thought" yeah it's only 6, I can deal with this ... " sometimes students 
265 already have the materials, they just look for the materials and they 
266 don't, .. .they already assume they are going to use the textbook, so 
267 sometimes you come the very first day of class, day one ... one or two students might already have the materials, so what I did was, 
268 day one, I ask them "has anyone got enough materials yet, the 
269 textbook yet?" and they say" no" so then I talk to them, with them, 
270 and I told them what are we using for the materials, go and buy it, 
271 and plus I thought about their financial status, and I thought ·oh it's 
272 going to be cheaper" you know. 
273 
Interviewer: Do you consider materials contribute in some way ~~~~_~!!le __ u u 
20S 
r----r------.--~:__---___,_,:__:__:__-_::_-------------------,-274 students engaged in the lesson? 
276 
277 Teacher 2: Oh yes, yeah when the students don't like the textbook, of course it's 
278 almost impossible to address everybody's learning styles with only 
one particular textbook but, talking about the textbook, sometimes 
279 I've sensed that some students, just don't like the textbook, they just, 
280 they might have it. and I've seen it in my lessons, in my classes, 











































Interviewer: What would you suggest as the best way to select the textbook, I 
mean for the textbook to be right for your lesson? 
Teacher 2: ... 1 don't know that answer ... well ... 
Interviewer: I mean, my question is in relation to who should choose select the 
textbook for the ... courses 
Teacher 2: Weill think there has to be a committee of course, and I think there 
is, but I just don't know who that is, they ****is the academy of 
Lengua Meta ... we should include students of course, I mean, It's 
necessary ... 
Interviewer: Is important? ... 
Teacher 2: It is very important, although I don't know the conditions or the 
guidelines for that to happen because you have to invite students, 
not just any student, you'd have to be very careful with that. you also 
have to invite the Lengua Meta teachers, because sometimes the 
Lengua Meta teachers, because sometimes the Lengua Meta 
teachers just receive the order" you're going to use this book", ok, 
and then you have to deal with that, I guess ... and I'm guessing, 
wishing that somebody conducted an evaluation, as far as for the use 
of the books, the particular book we use, and of course there's 
always people that say you know, the book that we used before was 
the best and the book that we're using now is the best and the book 
that we're going to use in the future is will be the best. but yeah, 
there needs to be more people involved in this selection, I would 
suggest that you include students, I mean ... it's just personal 
question ... 
And the teachers in charge of the courses ... 
... there is no question about that, the students should be involved in 
that, and the teachers of course sometimes so they know what's 
going on, or sometimes they tell us " send us your suggestions" but 
it's very, whenever that happens I sensed that we're very 
informally ... very .. " send it to us, but it's not for sure we'll listen to you" 
that's my ... just. .. my feeling about that. 
Interviewer: Ok. Great. In the previous interview you raised the issue about the ... 
that you like, or that you are very interested in implementing the 
internet as broadcast, blogs, and also videos and other electronic 
resources in your practice, and I saw that, you are really using this in 
your practice ... in your opinion, this materials are used because they 

























































objectives, in what ways do you think these materials contribute-iQ---
achieve your objectives? 
Well, I think that there's two main reasons, first is that they're 
authentic, most of them are, defined download video, series or 
whatever, it's always something that hasn't been adapted for 
teaching purposes, so I think it is authentic and students appreciate 
the authentic material, in particular at this point, when students are 
in a upper intermediate higher level, they appreciate authentic 
materials because in contributes to the engagement of the 
lesson ... that's my opinion, when students only work with the textbook 
in higher levels I think that they would do it but they're not really 
engaged, there are just following the process, they are just following 
the procedure, but they are not really engaged and when the 
students are engaged there is a better environment and everything 
flows, natural, so that's what I think, students feel like there is more, 
there is more to discover than the textbook and the fixed materials, 
so that's what I do, and that's how I think that contributes to the 
lesson. 
SO .. it's important, from your view point, that for the language 
teachers, to go beyond the textbook content and to explore other 
areas, and as you said, this is, you mentioned that this is particular 
important for advanced learners, do you then. do you believe that this 
is, as the students are going to upper stages, they should become 
less and less dependent from the textbook? 
I think so, because the textbook will not help them in real context, 
and the textbook is not going to be with them, and they are not going 
to be carrying the textbook everyday, when they go teaching. when 
they go, when they go abroad, when they have a real life speaking. 
second language speaking situation, they will have a textbook to go 
for the reference, so this is the grammar that you have to use now. 
that doesn't happen. So yeah, I mean, it's always good to have a 
basis, it's always good to ... 1 mean, I say" let's go trough the books 
and just go freely teaching whatever, comes to our minds" but yeah 
they have to be complementary that's what I'm tying to say. they 
have to be complementary. 
Alright, well a final question is, at some point in the previous 
interview you literally said that the textbook is, well. a very important 
resource, and now you have said that it is not. .. that .... it should not be 
a central material in, how would you explain this contradiction that it 
is important and at the same time it is not? In what other aspects the 
book should be central? 
Erm ... welll think is that, whether we like it or not, syllabus are based 
in textbook, I mean .. people might say that that's not true, but it is 
true, so when we have a syllabus that is based on a textbook. it's 
very difficult, you know, not to challenge into the basis of lesson. 
because teachers also experience pressures, they have to finish, and 
for example if it was me, I would feel, frustrated if I had a particular 
period of time to finish six lessons, six chapters of a particular book. 
and I didn't finish those, because ... 1 would feel sad, because my 
L--_.L-____ ..l.--_______________________________________ . ____ . ________ _ 
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like a service, but on the other hand, teachers also have to always 
remember that it's not all about the book, I mean teachers, every 
single teacher learnt using the book, but also by experiencing real life 
situations, real speaking situations, I'm talking about the second 
language, so it's a combination of both, it's very easy just to follow 
the book and just forget about everything else, that's easy because 
with the book you have everything, you have exercises, you have 
explanations, you have readings, you have almost everything, almost 
everything so it's in a way, it's very easy, but you know, if you really 
want to make your teaching, at least, I don't know if more effective, 
but at least different, probably is best to compliment with different 
materials, the ones that you want, the ones that you think are 
suitable for that particular class of teaching, but yeah, you have to 
complement at some point, if you don't want to become a boring 
teacher or I don't' know, there might be, and there are students that 
like it, you know, that like just to follow the structure of the textbook, 
not everybody. 
Ok, it was very interesting, thank you very much for this interview, it's 
been very rewarding. 
Thank you. 
You are welcome 
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Appendix 5: Transcript used in actual analysis 
APPENDIX 
Teacher One (ME1) 
Interview One 
001 Interviewer: First of all thank you very much for your help 
002 
003 Teacher 1: Oh, you are welcome 
004 
005 Interviewer: Can you please tell me about your experience in language teaching? 
006 
007 Teacher 1: Well, should I say my name? 
008 
009 Interviewer: No, no 
010 
011 Teacher 1: Well where should I start? I can say that of all the teaching I have gone 
012 through I thiJlk is the most rewarding feeling when, when someone finds 
013 you in the street and says "hello teacher, do you remember me?' 
014 and .. and not just basically because they remember you but because 
015 something they learned, I hope, is still in their heads and I take it as a 
016 satisfaction, um reward, but most of all I feel it when I am in the 
017 \i-~ classroom, and .. and for me if it wasn 't for the students I don·' think I 018 would be here, I mean it's been so long and every single group, every 
019 VJft: . ,II. single individual is so different, and there are times when I am amazed 02tY \ .. /1 and amazed every time I go into a classroom there are so many ways of 021 learning, that everyone one has a personal style, a different way of 
022 understanding. I have tried everything and I am still surprised of the 
023 ~~ things that they, they grasp when I think they are not understanding by 024 their gestures whatever, but every time I am more amazed how quick 025 'hey get the idea and ... and it has to do with where we are living now, we 
026 are living very fast, internet and there are good advantages and what 
027 worries me sometimes is the creativeness they are losing because of 
028 these new gadgets that we have and technology no? 
029 . 
030 Interviewer How long have you taught at university? 
031 . 
032 Teacher 1 Oh university? Well here in this university I've been working for almost 26 
033 \ 
years sO .. it sounds easy but I have learnt also with the students not only 
034 teaching but I learnt things from them too which 1..1 think that it is the 
035 ~(~- \1.( most surprising events that happens to me when I walk in I have to 036 forget all about my life and I have to deal with them what do they need 
037 t~\t what do they want and it depends on them if they want to .. ok teacher I 
038 yt~ did not quite understood this grammar structure could you give us a little 039 bit more feedback or could we do something else? But they don't have 
040 to tell me I can see it in their face you know ... so 
041 
042 Interviewer Ohm let's talk a little bit about materials you have used in this long years 
043 in .. in .. En9lish teaching erm .. How would you describe the .. usefulness of 
044 materials; in general materials of any kind in your practice? 
045 II 
046 Teacher 1 Oh It's such a wonderful thing ah .. I remember when I first began to 
047 teach in this university I remember that most of my colleagues were 
048 against games It's a waste of time flash cards it's children stuff, they 
050 didn't really take it into a count, but for me it has worked beautifully, it has 
051 worked for me because maybe I have worked with students that are .. 
-
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052 yl dl'\ that are sometimes behind or don't understand quite well, what vt~ want 
053 () f 5>1 form them .. what objectives, and of course many times I have students 055 that are weak students many times I have students that are repeating a 056 "Iengua meta" (language course) or language subject a foreign language 
057 ~{ subject and I try to understand what their real problem is, and of course 
058 this has to do with, from the beginning of their leaming and teaching 
059 process, most of all it's because of resources you know!? Erm .. many 
060 limes students didn't have alilhe needs covered and many limes for 
061 example our situation in Mexico doesn't help a lot and the teachers have 
062 to be creative of doing something with what we have in our hands and 
063 we what we could afford because this is a ermm .. 1 didn't think that was a 
064 problem but it is! social culture it's along story and you know that! But as 
065 I went through all the years 1 .. . 1 realized that they had problems in your 
066 own language so I had to make it a little bit easier for them, and I realized 
067 that I was lucky because I know my mother language, my mother tongue 
068 language and I could help them a little bit more because there were 
069 times where'they didn't even know what was a subject what was a verb 
070 'what are you talking about teacher"? This is English no Spanish .. but 
071 they didn't have their ideas clarified in their mother tongue and its going 
072 to be very very difficult for that student to progress. 
073 
074 Interviewer So, what you mean is that materials have helped you support your 
075 language teaching? 
076 I.-
077 Teacher 1 Yes a lot!, I would say a 90 percent because students are very erm .. their 
078 ~(~l" It-styles are more like observing, listening and very teacher dependant so I 079 try to use different activities with different materials but I most focusing 
080 on their means because I know the theory part they say ' Oh yes"! Now 
081 ~v.J the worst question that you can ask the students is 'did you understand"? 082 !;:veryone says: yes! I say what a wonderful teacher I am everybody 
083 )nderstands but that's not true l , we assumed they understood! but little 
084 \ I/'- ~'i) by little I know there is all kind of students whilst students shies to be 
085 W-f tt afraid to make mistakes that's one of the biggest problems that we have 
086 here in this university, that they are afraid to make mistakes I say: make 
087 theml Make them! Ha-ha (laughs) 
088 . 
089 Interviewer What would you say has been most supportive material in your practice 
090 over the years? 
091 
092 Teacher 1 Erm .. I would have to say work sheets exercises, as soon as I give the ~ 093 ~~~~ ~ .. " of, "...,m" p.'" , h". 10 j,mp " ';'h "'" prna,,,. to "',,' ~ 094 little bit more clarified or understood or .. to have the grammar instruction t.J 095 a little bit more clear with the examples erm .. most of the time I use a lot 096 of diagrams, charts, something that they have to see and when I know 
09? ~ ~\.J.O there is a .. erm. in the launch teaching, that is amazing that you spend V oy 
098 ~-< v l: hours and hours trying to explain things to the students until I get tired 099 ~~\t and I say hey! What's happening here?! Why don't you really grasp the 100 rules of this grammar? and well, they didn't know what to say to me so I 
101 ~ started ok' I'm going to work with you and you are going to give a 102 presentation, after grammar paints, you know the amazing part was, 
103 students to students understood better than students with teachers, do 
104 you follow me? Like if they needed to listen to maybe their .erm .. their 
105 how can I say, their code?1 Or something happens between students to 
106 students and they understood a little bit better when the teacher says in 
107 use all this theoiYJlart erm .. most of them are aware most of them are 
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RESEARCH PARTICIPANT CONSENT FORM I 
School of education The University of Leeds 
TEACHERS' USE OF INSTRUCTIONAL MATERIALS ON A BA ELT IN MEXICO 
Who is doing this research? 
This study is being conducted by Eliphelet Rivera Cuayahuitl , a postgraduate student 
from The School of Education University of Leeds. He can be contacted on 
eder@leeds.ac.uk. His supervisors are Dr. Simon Borg and Dr. Martin Wedell. 
Purpose of Research 
This study aims to understand language teachers' use of instructional materials. 
What will participating in the study involve? 
PartiCipants will first complete a questionnaire. A smaller group will then participate in, 
two interviews and four observations. 
Specific Procedures to be Used 
• A questionnaire will be administered first, few days before the first observation. 
• Then I will observe four teaching practices. supported with audio recording and 
field notes. 
• Participants will take part part in two interviews lasting 20·30 minutes each. The 
first will take place before the first observation session and the second, after the 
fourth observation session. The interviews will be audio recorded . 
Duration of Participation 
You will collaborate for about one week. 
What will you do with th'e information you collect? 
The study has been approved by the University of Leeds Research Ethics Committee. 
Data will be protected following the regulations of the University of Leeds. I will 
transcribe interviews and together with information from questionnaires and from 
observation sessions will be used to write an account of how you actually use 
instructional materials in your teaching practices. All data will be managed in full 
confidence. This means that only the researcher collecting the information and the two 
research supervisors from The University of Leeds will have access to any collected 
information. Your identity will not be disclosed. 
Benefits to the Individual 
Discussing your teaching with the researcher may provide you with opportunities to 
reflect on your work. The knowledge and outcomes generated from this work will be of 
great value for the faculty of languages BUAP, and hence to all staff there. 
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Consent t . 
I agree to participate in this study voluntarily. I understand that I can withdrawal any 
time. 
If I have any questions about this research project, I can contact Dr Simon Borg 
S.Borg@education.leeds.ac.uk or Dr Martin Wedell MWedell@education.leeds.ac.uk 
I have had the opportunity to read this consent form, ask questions about the 
research project. 
Participant's Signature Dale 
Y4~ cf, .ew ~efw £Zodo-J 
Participant's Name 
.~ 
Researcher's Signature Date 
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• People who speak two languages are called bilingual. 
• In this example, the relative ' who" introduces the relative sentence "speak two languages' that describes 
or gives more information about the noun ' people' . 
Relative pronouns: Subject or Object 
As the relative pronouns relate to another noun preceding It in the sentence, they connect a dependent clause to an 
antecedent (a noun that precedes the pronoun.) Therefore, relative pronouns acts as the subject or object of the 
dependent clause . 
For example: 
• The chef who won the competItion studied In Paris. 
• Here, "who" relates back to (or is relative to) the noun "Chef' . ' Who" also acts as the subject of the 
dependent dause and the verb ·won' . 
=> The dependent clause: who won the competition. 
=> The independent clause: The chef studied in Paris. 
• The shirt that Cart bought has a stain on the pocket. 
• Here, "that" relates back to (or is relative to) the noun "shirt' . 'That" IS also the object of the verb 
' bought'. 
~> The dependent clause is: that Carl bought. 
=> The independent clause ~ The shirt has a stam on the pocket. 
Referring to people: Who, Wbdm, Whoever, Whomever 
These pronouns take a different' case depending on whether the relative pronoun is a subject or an object in the 
. 
dependent dause. 
I. Subjective case 
Use the subjective case when these relative pronouns are the subject (iOltiBting the action) of the dependent 
clause: Who, Whoever 
For example: 
Negotiations were not going smoothly between the two leaders, who made no bones about not 
liking each other. 
t ' Who" relates back to the noun "leaders' and is the subject of the dependent clause and the verb 
'made'. 
Most workers, whoever was not employed by the auto manufacturer, toiled at one of the millions 
of little minnolV companies. 
• ' Whoever' relates back to the noun 'workers' and IS the subject of the dependent clause and 
the verb ' was employed'. 
Objective case 
Use the objective case when these relative pronouns are the object (receiving the action) of the dependent 
clause: Whom, Whomever 
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FOfexampl.: f' 
ThiS Is the approach taken by Journlllis"" whom some <00.1d.". to be objoem., 
• "_ " relates back to the noun "Jounnallsts" and Is tile object 01 tile .erb "consid.r" , The 
subject of the dopo11dent clause Is 'some", 
The tt"..., ~ntlltiv .... whomever Vie eonvnfttee chooses, ShOUld be &t tile meeting t.omorrow • 
• .. ~~ r1!~tes back to the noun rep!eRntaUves and IS the- Ob;eet of the verb .~ •. 
The sub)eCl of the dependent clause io "Committee". 
Referring to • pI.ce, thing or Idea: Whldt, Th.t 
When uslng re~ti'R pronouns !'or pl3teS, things 0< Ide.s, rather til .. determllling u.e, the writer must decide 
whether the onformotion In the depenoont Clause is esoent .. 1 to the meaning of the ,""epeMent cIo",. Of simply 
addlllonallnfonnatJon. 
When ,nformation IS critlClII to the understanding of the ",oln dovso, us. TII,' es the 'ppt'Of>lUtt rel.t~"" pronoun 
ond do not silt the InformabOn 011 by commas. 
for.umpl. : 
~an ~Is ha...e de.kvered • mt15Sdge that Is diffiCUlt to Ignore 
• -Tlt.r retates back to the noun ·,nessa~e· and !~ necessary for the reader to know whM "mes~ge" t~ 
sentence is about, 
There Is another factor that _sly boosts the .. putabon 01 both of' these men, 
• '"TlI.ar' relates: back to the noun ~or· end is necessary tor the reader to kl"tOW what "'KttK'" the 
senb:nce Is about. 
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Appendix 8: Sample from LE3 's handouts 
'" you're constantly taking your dog to the Veterinarian for 
a cbeck-up ... and you haven 't ~n your own Doctor in years . 
. . . you force yourself to venture out durina a howling 
blizzard because yOu discover you're out of cat food . . , 
YOU KNOW YOU'RE REAUY A PET OWNER WHEN . .. 
. . . a Dermatologist charges you twenry-five bucks to oome 
10 up with a dJagnosis or your skin problem . .. mainly, flel\$. 
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.. . you have your Tomcat "fixed" . .. anc) ~ow 
all be docs is sit .. round and sllre a l you. 
Appendix 9: Sample from LE3's exercises 
82 .. UNIT 6 
FOCUSED. PRACTICE 
Discover the Grammar 
Read the conversation between 10m aruI afriend. Underline all the mgs . 
. Kay: Hi, Tom. Nice day, IIDlill 
Tom: Sure Is. Not a cloud in the sky. How are you doing? 
Kay: Pretty good, thanks. You don't know of any vacant apartments, do you? My son is looking for 
one. 
Tom: He Is? I thought he was staying with you. 
Kay: Well, he just got a new job, and he wants a place of his own. Do you know of anything? 
Tom: As a matter of fact, I do. Some friends of mine are moving to ew York next month. 
Kay: They are? What kind of apartment do they have? 
Tom: A one-bedroom. 
Kay: Irs not furnished, is It? 
Tom: No. Why? He doesn't need a furnished apartment, does he? 
Kay: Well , it would be beller. He doesn't have much furnitu re. But I guess he can always r lit some, 
can't he? 
Tom: Why don't you give your son my number, and I'll give him some more Information. 
Kay: Will you? Thanks, Tom . 
• Getting Ready to Move 
Roberta and hEr husband are talking about their move. Match tile sUltements with tile lags. 
Statement Tag 
i I. You've called the movers, a. can we? 
2. They're coming tomorrow, b. do we? 
3. This isn't going to be cheap, c. is he? 
4. You haven't finished packing, d. isn't It? 
5. We don't need any more boxes, e. arcn't they? 
6. Paul is going to help us, r. have you? 
7. We can put some things in storage, g. isn't he? 
8. Jack isn'l buying our bookcases, h. Is it? 
9. We need to disconnect the phone, \. hav JI't you? 
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Appendix 10: Sample from ME1's worksheets 
" 
1-S SIMPLE PRESENT AND PRESENT PROGRESSIVE: 
SHORT ANSWERS TO QUESTIONS 
QUESTION SHORT IINSWER LONOIINSWI!R 
SIMPLE DotJ Sob /iA. ,e.? Yes, he do" . Yes, he li;t61 te • . 
PRESENT No, he douw~l. No, he does" ',/iJt. te • . 
Do you liJtI,e.? Yu,ldD. Ye., I liJtI Ie •. 
No, I dOlt't. No. I dDo', liM I •• . 
-
rll£SeIT AT. you Slut/yin,? Yes, I Qm.- Ves, J 4" ,nu/yin,. 
PIlO- No, •• ", ltD'. Ko, I 'm ""o/>ldyin, . 
GIlESSIV1! 
I, Yoko 'lUdyin,1 Yel, she u.· Yu. abe if stwlyinl. 
No, ahc'. ""'t. OR: No, . he', " " ,,/>Idyinf . OR: 
No. she it,.', . No, she (m 't ltudyint. 
II" 'hey lIudyin,? Yes l Iht)' IU'." Yes, lhey '" studyinM. 
No, they 'ro "",. OR: Ho, thcy'r, ntH sluuyina . OR. 
No, they lIT.., ', . No. they art,.'4 S,,,,dyiN,. 
• ....... _. and 41,... Ire nOI conmlC\cd whb .,ronouns in ,hon In-wen. 
ISCOAl.ECT ' liO"'T ........ ~WiKS . Y,,../~J. YC.JlsAc~ . Yn, eAty''''' 
o EXERCISE 9: Complete ·the follOwing dialogues by using the woed. in purenlhese •. Al so 
~ive short Ilnswc" I.U lhe ques tion. a. ncce8sllry. Use the SIMPLE PRESENT nnd 
the PRESENT PROGRESSIVE. 
) . A : (Ma/)" hav.) Does Mary nave a b icy cle? 
B: Ye . , she does . She (ha .. ,) _ _ -""OL. ___ _ 
t ~ n ·.pe.d bike . 
2. A: (II, rain ) _ _ _ _ _______ r ight now? 
B: No, . At least . I (think, nul) _______ _ 
_______ ___ ~O . 
3. A: ( You, lik_) _ ___ _ _____ sour oranges? 
B: No, _ _____ __ . ) (like) ________ sweel one . 
4. A: (Your fti. nds, wril') _ ____________ • lo t of le " ers? 
B: Yes, _ _____ _ . I (gil) _______ 1 I of 
lellers Bllihe lime . 
5. A: lIn. s/IIdenlS, lake ) ___ _______ • les t in c lus righl now ? 
B: No , ___ _ ___ . They (do) ________ an 
cx~rcise . 
12 0 CHAPTEfll 
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6. A: (You, know) _ ____ ____ Tom Adurns? 
B: xo, ____ . I 'Ye never me t him . 
7. A: ( Yo::r desk, hOfJI) ______ ______ any dr2w~rs? 
B: Yes, . II (hatlt) six 
drawrrs . 
o 
S. l\ : (l<on. lIuay) _ _ _ _ _ _______ at lhe libra ry Ihis 
evt;.·ning? 
B: :-io, . She (00) ________ 01 the 
student ImiM She (play) pool with her 
friend . 
A; (Jean, play) ______ ___ . peol ev~.y (venmg? 
B: Xu, ___ ,-' _ . ____ , ~he usually (srudy) ___ _ 
at Ihe library. 
1\ ; (Sht, be) ________ a good pool playe r? 
B: Yes, . She (play) _______ pool lhr .. 
or four times a week. 
A: (You, knIYdI) _____ _____ how to play pooP 
Il : Yes, ________ . BUll (be, nOI ) ___ _ ___ _ 
"ery gQod . 
A: let 'S play sometime. 
B; Okay. That sounds like fun , 
Pftmmt nme a 13 
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Appendix 11: Table 8.1 Main findings of the study 
" 
(' s: s:s: i' i' i' 
..;.~ , m mm m m m Participants w ~ -" w ~ -" 
~ 
Gl 0 
• • Teaching approach ~ II) • • ~ ~ Ci'-g ~~~i g. c.~ 
Materials ~ ~ ~· l • • • ~ :l 
• Anthology 
- c3 ~fJ)9ts: 
• Handouts (J) co ct> m 00...,_ 
::J _ . 0; ' ::J 
(J') ~ Ci) 3: 
• • • • Set Text book Q> 
e;-
ICT materials ~. • • Q> 





Provide real English, ICT materials s: • ~. listening and vocabulary ('):1> :l 
00. .. 
Provided further practice Grammar book 3 3 < :T s:: • Q> '0 Q> 111 e;-i;'~ 3 2!. 
::1. 3 to 111 :::I Provided vocabulary and Dictionary OJ Cl) 111 en :!l • Pronunciation u;-afJ) :::I ID OJ 0 3 Q. -< .... ~. Clarified grammar! were Worksheets ID • .., different from textbook IQ 
:i' I/) 
IQ III A ll freedom 3 ... ." n • • • • • o .. 
-
... .. .., Cl) .., 
0 fD~~ 0 3 I/) :3. - ' 0 I/) • Some freedom ~cE 3 i' ; m 
-oj (!) 
Lack of time ;0 III I/) • • , ~s: <1> ::l ..... OJ Q, c: 
'" II> cn ~ 0-' 0 3: :J " I '; Too much con tent in textbook '" z ::J m • • 9- en -oj 
c Q vi 
U> Resistance to the fact of not being 
Cl) 1l 0 C1l c: 'tl • involved in textbook selection en Dl .. ", ~ S· ~ ~. ffi to C'I .... :J 9: .., 
-
r;' Small size of group II) Cl) ::J • ID 0 cn .. 
It is compulsory at the faculty <il c • • 
.. s: cn 
U> OJ S' 




students' pass c <1> 
({) )( 
Central assessment is textbook· ro ... ~'8 CT • based ~(fIQ 0 0 VlVl::T ~ 
The textbook is the syllabus g ~ ~ cn • • • • 
1/1 '" 
• • • • • 8 weeks in theory / 6 weeks in Course length e;-practice ;'~(') 
(!) :T 0 
• • • • 4 hours Lesson length c (!) ::J 
cniile;-
(!) • ~ 
• Materia ls out of fashion Resource centre o in c: ~;;A.I 
3 - . -
• • Broken down computers Facilities ~~Q;' (1)c!l 
:1, 111 0 
School authorities select Not baing ~1'liil cn Cl) • • textbooks Involved In book 0. 
.electlon 
--
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